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CHAPTER I
RESEARCH PROBLEM

Backiround and Need for the Study
Seeking improved educational opportunities for second language learners and
students of culturally diverse backgrounds is imperative if education is to affect each
child positively in reaching his/her human potential. Changes in methodology and
instructional practices are needed. Changes in attitudes and relationships with the
dominant cultural group are essential. One vehicle schools are choosing to effect this
needed change is through partnerships in education. Joining hands towards a common
goal may give hope in the future for all students. However, it is necessary to proceed
cautiously in analyzing the motives and possible political, economic, and social price tags
which may accompany a partnership. Collaboration includes shared decision making and
outcomes which are child centered. The goals of successful collaborative
relationships must include joint development and agreement to a set of intended goals,
shared responsibility for attaining the goals, and working together to achieve those goals
by utilizing the expertise of all the members of the team.
Today's children bring a rich mix of ethnic, linguistic, religious, and cultural
backgrounds to a public school classroom. Such rich cultural heritage is recognized and
appreciated through the instructional program to demonstrate respect for all people. The
mission of California's elementary schools is to nurture the intellectual, physical,

2
emotional, and moral capacities of each child so he/she can profit by continued
schooling, leading to a fulfilling life as a citizen and private individual. Fostering an
understanding among the members of society is crucial in order to create a cultural
democracy. Although some growth will come from academic learning, an even greater
part comes from the day to day example of the school as a caring community. Students
in nurturing classrooms experience invaluable lessons of tolerance, mutual respect,
cooperation to achieve team goals. and gain a love of learning that will last a lifetime.
Honesty. fairness. generosity. compassion, and human reverence for life become a stated
part of the curriculum so these values can be internalized to promote true social justice
(California State Department of Education, 1992).
Our public schools mirror the changing demography in our society. The greatest
changes lie in the influx of Asian Pacific and Latin American immigrants. By the year
2000. Asian students in California public schools will double in number. from 7 percent
in 1980 to 14 percent. Hispanic students will make up more than one-third of all students.
changing from 27 percent in 1980 to 36 percent in the year 2000. African-American
students will remain at 9 percent of the total group. Caucasian students will drop from 57
percent in 1980 to 41 percent in the year 2000 (California State Department of Education,
1988, p. 9).
Real change in the education of culturally diverse students requires a
fundamental shift from coercive to collaborative relations of power if indeed these
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students are going to have an opportunity to take responsibility for their lives rather than
continue to be oppressed and misjudged. Coercive relations of power refer to the exercise
of power by a dominant group to the detriment of a subordinated group (Cummins, 1986,
p. 37). Conversely, collaborative partnerships of power operate on the assumption that
power is not a fixed predetermined quantity, but rather can be generated in interpersonal
and intergroup relationships thereby becoming "additive" rather than "subtractive".
Participants in the relationship are empowered through collaboration such that each is
more affirmed in their own identity and has a greater efficacy to effect change in their life
or social situation. Power is created and shared in these relationships (Cummins,l986,
p. 37). A shift from coercive to collaborative relations of power between dominant and
subordinated groups has the potential to empower both groups whereas coercive relations
of power will, in the long term, result in disempowerment of both. Cummins (1986) and
Ogbu (1988) pointed out that subordinated groups that fail academically tend to be
characterized by a sense of ambivalence about the value of their cultural identity and
powerlessness in relation to the dominant group. Blauner (1972) described the three
"internal colonies" in the United States; African-American, Latino, and Native-American
as having experienced the most pronounced educational difficulty due to centuries of
subordiootion by the dominant group.
In his opening remarks given to the national conference of Latin American
Citizens League in Texas in 1992, Jose Cardenas reported that 50 percent of all Latino
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students who drop out of school do so before ninth grade. This indicates that Latino
students drop out of school at a higher quantity and at an earlier age than other groups.
The dropout rate for Latino students is as follows: 62% in New York, 45% in Texas,
43% in California, 35% in Arizona, 34% in New Jersey, and 33% in Colorado, while the
European-American student drop out rate is 20-27 percent nationally (Diaz, 1992).
Based on the demographic changes predicted by the year 2000, it is obvious that
California will continue to be a multi-racial, multi-cultural and multi-lingual state.
Projections indicate that this trend will continue into the 21st century. Approximately
twenty percent of California's population is foreign-born, and about one-fourth of all
immigrants who come to the United States settle in California. The San Francisco Bay
area is one of the most diverse areas in the United States (Olsen, 1988). The findings of a
study entitled, "Crossing the Schoolhouse Border" report that most California districts are
not prepared to deal with the overwhelming task of assessing and providing adequate
curriculum and instruction for second language learners.
The study reported that
The great majority of these students are enrolled in school
programs which are woefully unprepared and inadequate to
address their needs. Most receive insufficient English
language instruction to participate meaningfully in an English
language curriculum, and little if any support or instruction in
their native languages. The result is a huge academic gap
between immigrant students and their U. S. born, Englishspeaking peers. (Olsen, 1988, p. 6)
Freire (1970) proclaims that the major purpose of education should be to
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encourage learners to believe in themselves. Unfortunately, for many of our students
and particularly for students of color, schools can do just the opposite. Language,
culture, and personal knowledge may not be valued in the system, thus creating low selfesteem. Political and socio-economic powerlessness promote further subordination by
the dominant culture. Students' struggles are acknowledged and transformed if
educational practices are to meet their needs. Conditions are created where students'
voices are valued and teachers learn from their students (Walsh,l99lb).
Language learning in schools takes into account the critical role of the community
and children's out of school interactions; schools are recognized as only one of many
agents of language teaching (Walsh, l991b). Contradictions in language are yet another
contributing factor for low student achievement. Language is the basis for how we learn
and how we express ourselves. If language is not valued, learning is adversely affected.
If a "subtractive" model is supported in the school system, rather than an "additive"
model, students are further oppressed within the system (Cummins,l986). Creating an
openness and respect for the language and culture students bring to the school validates
their pride in their heritage. Developing the affective side of the child is a major
component in cognitive achievement and must be promoted within the school setting.
Transformative educational practices (Ada, 1990; Cummins, 1986; Giroux, 1989;
McLaren, 1989; Poplin, 199la) incorporate the concepts of constructivism, and critical
and feminine pedagogy. These are practices which support the learner and value the
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learner· s personal contributions to the learning process. Empowering students in the
learning process so they can engage in action to bring about societal change through
knowledge is the basis for transformative practices. The final aim of transformative
educational practices is to provide a more equitable and just society.
Constructivism supports the creation of meaning from inside the learner.
Students create meaning with the teacher as the facilitator. Critical pedagogy steps
outside of the classroom into the community. It is concerned with ways to educate
citizens to bring about a free democratic state where they can live responsibly with justice
and equity. Students construct new meaning in order to act in their own lives and within
the society in which they live. Students are encouraged to think critically. Feminine
pedagogy (Poplin. 1991f) seeks to raise issue with the definitions of moral. intellectual.
and social education. Students are educated with care and nurturance. Recognizing the
human. emotional aspects of ourselves is valued. Definitions are broadened to go beyond
cognitive into aesthetics. and intuition is valued. Authenticity in relationships is one of
the most important dimensions; caring relationships enhance learning. Valuing voice is
developed in relation to interconnectedness with others (Poplin.l991f).
The changing bases for the global economy have determined a shift in our
country from a manufacturing economy to a service and technological economy. This
shift has created three basic premises which may impact educational practice for
culturally different groups:
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1.

Business and industry can no longer absorb even a portion
of the growing unschooled, untrained, cheap, unskilled labor
force that formed the backbone of the American labor force
in the past.

2.

The failure of the schools to educate a large segment of the
population has created a financial liability in terms of lost
wages, lost taxes, incarceration, rehabilitation, welfare, and
delinquency which will cost many times more than the cost
of education.

3.

The private sector is already experiencing problems in
acquiring the skilled labor necessary for the competitiveness,
and even thesurvival, of technology-oriented business and
industry. It is anticipated that this shortage of skilled labor
will become much more extensive and critical in the years
ahead (Diaz, 1992).

With current political leaders cutting the budget for public education and even
promoting the voucher system which would further devastate the funding source for
public education, schools are faced with the reality that there is clearly a lack of
governmental support for public school education on a national level. It is the
researcher's belief that the government is disenfranchising schools through educational
reform movements such as the voucher system which displays a blatant support for
private enterprise. Where can public schools seek refuge in this time of distress and
financial devastation?
Many school systems are turning to the private sector to seek funding through
private foundations and businesses. Schools seeking private funding may be further
victimized by political, economic and power struggles that may belie partnerships in
education. While usually educational partnerships are initiated under supportive

8
statements that promise to promote systemic change to revitalize educational experiences
for all students, the reality of these partnerships may be different.
There can be both internal agendas of what the funding agency expects from its
money as well as political and power struggles brought about by the individuals involved.
Are schools evaluating partnership involvement prior to accepting the funding sources?
Is there an awareness among public educators that partnership relationships must be
carefully analyzed prior to beginning the collaboration so that funding facilitators do not
fall prey to political, economic or power pressures?

It can be perceived by the established premises of the business community that
the major focus is to support the economy at the expense of developing the human
qualities. Capital gains take precedence over human development. Businesses are
responsible to their Board of Trustees and stockholders, regardless of the social
oppression which must exist to maintain capital gains.

Are business ideals compatible

with the educational goals which support the development of both the cognitive and the
affective development of the child equally? Should schools be forced to establish
partnerships with businesses whose ultimate goal is economic? How would such a
partnership further oppress a school system that is in the process of establishing
transformation in its educational goals to include the tenets of constructivism, and critical
and feminine pedagogy practices? How serious an effect can lack of state and
governmental funding have on the goals for California students described in the recently
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published document, It's E!ementacy (California State Department of Education, 1992).
This study analyzed partnerships between a public school district and a private,
philanthropic foundation. The foundation's stated primary goal is to help improve the
human condition and to enhance the quality of life in the community, now and for
generations to come. The foundation is fulfilling its mission by declaring a commitment
to the following strategies: supporting human and democratic values to include equal
opportunity, social justice, human dignity, empowerment of the needy, pluralism and
mutual regard, a sense of belonging to the community and the appreciation of the
responsibilities and rights of citizenship; maintaining a broad agenda of interest to help
meet diverse community needs, through support of programs in the area of human needs,
education, community development, religion, environment and art; developing
partnerships which serve the community whose potential partners include non-profit
organizations, government, business and civic groups; and encouraging collaboration
and coordination of service delivery systems. Community issues are addressed through
integrated, cooperative and comprehensive approaches; building the organizational
infrastructure of the nonprofit community by development of long-range planning, fund
development and other activities; balancing the distribution of resources in a prudent
manner by addressing current and short term needs while addressing long term needs of
the community; and evaluating the activities and outcomes to determine their results to
shape the future policies, programs and practices. The foundation was given 15.4 million

10

dollars in 1975 to begin and it distributed $24.0 million in grants in 1992.
Traditionally, change in the schools occurred in isolation and did not involve the
facilitators. Lambert (1991), describes such change as project strategies which are based
on reductionist assumptions that assert that outcome can be predicted~ knowledge is
static, unidimensional, and

separate~

Jl'

change is the installation of new technology rather

than the transformation of the old~ parameters ensure order and focus; and observers can
figure out what is happening by maintaining an objective stance. These assumptions
manifest themselves in strategies which set about to implement a specific change based
on a one-dimensional view of a perceived problem (Lambert,l991, p. 4). The
reductionist science described here comes from the early 1900's and the theories of
psychologists like Thorndike. The theory has become institutionalized in many of our
schools. (Lambert,l991, p. 4) An example of a one-dimensional view point to an issue
can be perceived as follows from a reductionist point of view: If only the student would
learn to speak English then we wouldn't be having all of these problems. Does this point
of view solve the problem and meet the student needs? Does this point of view effect
systemic change?
The type of systemic change which this study pursued was a transformative
change process which Lambert (1991) describes as "sea change". Sea change involves
the fundamental processes of interaction, emergence, order and disorder, unpredictability,
yet effective and thriving life and development. This can suggest deep social change in
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the culture and life of schools. It is meaning-based, self-directing and collaborative,
multi-layered and driven by core values. (Lambert, 1991, p. 5)
There has always been oppression and poverty in the world. If we are to bring
about a world of justice and a sound , healthy society where all people are respected and
given equal opportunities, then we must focus on the issues of social justice through the
educational system. The educational practices must address the needs of the students and
empower them to take action to effect societal values. The main categories investigated in
this study included transformative educational practices, cultural diversity, and school
partnerships that empower students, staff and parents to effect systemic change, lasting
change in the way the system operates, within the school setting.
In order to obtain the necessary data to answer the proposed research questions,
the researcher engaged in dialogue with the research participants. The dialogue occurred
with the executive directors and program facilitators for the partnerships that serve an
elementary school district in northern California. The dialogue focused on three main
areas of interest: transformative educational practices, cultural diversity and
empowerment.
Statement of the Problem
Following the rationale for participatory research Kieffer, C. (1981), this study
invited the participants to reflect upon their own partnerships and the effects on the
educational system. They had an opportunity to reflect about the effectiveness of their
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partnerships in terms of empowerment and creating systemic change which positively
affected the students they served. The participants' voices were heard in terms of creating
action to change the structure of the partnership to achieve greater efficacy for the students.
We must seek transformation in the educational practices implemented in our
classrooms in order to create an environment which preserves respect for all people while
providing equal educational opportunities for all students . Such an environment can
begin to foster understanding among members of society which can lead to fulfilling lives
as citizens and private individuals. Identifying the needs of our ethnically diverse
population and determining the vehicle to provide effective educational experiences to
improve academic achievement, social development and a strong sense of self-worth is
the main focus of this study.
Research Questions
The initial questions served as the basic research questions. According to
participatory research the participants may contribute to the questions, however, more
questions were not generated by the participants with this study. The participants did
modify and refine questions as a result of the dialogue.

1.

What are the partnerships' declared goals in relationship to
empowering schools to serve their population, and contributing
to educational practices effecting systemic change?

*
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2.

What are the participants' reflections about how these goals are
being met?

3.

What are the participants' values concerning cultural and linguistic
diversity?

4.

What are the participants' reflections about how these values are
manifested?

5.

What are the political, economic, and social pressures affecting
partnerships?

Theoretical Framework
This study used participatory research, as discussed at length in Chapter III.
Methodology based on Freire's (1970) notion of critical consciousness for liberation was
employed. Born out of the necessity to formulate human emancipation, participatory
research was initially developed as a form of social action. In opposition to traditional
research, which is usually done by the 'elitist' to maintain the control of power,
participatory research is done by the people for their own emancipation.
Participatory research uses Paulo Freire's concept of praxis centered on reflection
in order to plan the emancipatory action which becomes the content of the new reflection.
Conducted with academics, participatory research focuses on the initial phases of the
process, joining in reflection with those traditionally unheard, assisting them in
reclaiming their voices, and ensuring that these voices be listened to and used in planning
for action.
Freire's participatory research encourages reflection in the participants' lives
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through dialogue, critical examination of their world and search for transformation in
their lives to effect social change. Dialogue, according to Freire & Macedo (1987),

+

involves exploration among the participants in the educational process. The collaborative
nature of this type of research, in which the researcher shares the process with the
participants, further empowers the participants to use the results of the research to create
solutions to improve their education and their future.
It is theorized by Ada (1990), Poplin (1991a), Cummins (1986), and Giroux &
McLaren (1989) that we must transform our educational system to meet the needs of the

~

students. Addressing the social, emotional and ethnic backgrounds of the students we
serve has a tremendous impact on their academic progress. Too often non-dominant
cultures are not successfully engaging in school due to the system failing the students.
We must stop equating different from with less than~ different from is lacking resources
(Cummins, 1986). Transforming our schools to address student needs can produce
systemic change and provide educational experiences which ensure human dignity and
cognitive development for every child.
Sj~njficance

of the Study

Historically there has always been oppression and poverty in our society. In order
to promote a world of justice and a sound, healthy society where cultural democracy can
be realized, we must seek to involve the school system in providing educational
experiences to

benefi~ all

students. Meeting the educational needs of cultural diversity

-+
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and second language acquisition could have a significant impact on the dropout rate for
students of color which is significantly higher than that of European-American students.
Analyzing programs presently in place, determining their efficacy and planning for future
changes could ensure that all students' needs will be met. Looking at the educational
setting in the light of transformative educational practices, cultural diversity, school
partnerships and empowerment give hope to the traditionally disenfranchised. Valuing
their voices in creating a school environment to respect, nurture and promote self-worth,
personal knowledge and confidence for future academic possibilities can transform
educational opportunities for students, staff and parents.
The study itself validated the importance of the role education must play in
creating an environment to meet the needs of all students. There can no longer be a
hidden agenda of assimilation. Dignity and pride in cultural heritage must be nurtured.
Through this study issues were raised to develop an action plan based on hope,
empowerment and respect. This study provides possibilities that educators, parents and
students be recognized and empowered to affect systemic change in a system that too
often has failed its participants in the past.

+
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CHAPTER II
REVIEW OF THE LITERATURE
Introductjon

The conceptual framework addressed relevant issues regarding educational
practices implemented in the school setting. The main categories investigated in the

?'>-

review of the literature include transformative educational practices, including
constructivism, critical pedagogy and feminine pedagogy; cultural diversity; and school
partnerships that empower students, parents, and staff to affect systemic change, lasting
change in the way the system operates, within the school setting.
The intent of this study was to critically analyze how schools can incorporate
critical and feminine pedagogical practices in the classroom to address the social,
emotional, and academic needs of the student. Further examination was devoted to
empowerment, student voice, and parent involvement in an action oriented direction to
work toward systemic change. The objectives included analyzing and defining the
characteristics of school partnerships that promote systemic change and investigating
partnerships which are more effective in promoting systemic change through
empowerment. If we are to assist our students in preparing them to create a society
promoting equality for all people, we must empower them to create their own knowledge
and act on their findings.
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Each component of the literature review addressed one of the areas of emphasis
in this study: transforrnative educational practices, cultural diversity, and school
partnerships. It was the intent of the writer to gain information regarding successful
practices which promote empowerment of the participants in the studies. Participatory
research practices were the focus, as the intent of the research was to promote action
based on critical analysis of the available theoretical information and participant input
resulting from the dialogues.
Transformatiye Educational Practjces
The problem investigated was defined as the affect of transforrnative educational
practices through school partnerships on increased student achievement for students from
culturally diverse backgrounds. Transformative educational practices (Ada 1990,
Cummins 1986, Giroux & McLaren 1989, Poplin l991e) support the concepts of
constructivism, critical and feminine pedagogical practices. These are practices which
support the learner and value the learner's personal contributions to the learning process.
Empowering students in the learning process so they can develop action oriented change
through knowledge is the basis for transformative practices. Constructivism supports the
creation of meaning from inside the learner. Students create meaning with the teacher as
the facilitator. Critical pedagogy steps outside of the classroom into the community. It is
concerned with ways to educate citizens to live responsibly in a free, democratic state.
Students construct new meaning in order to act in their own lives and within the society
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in which they live. Students are encouraged to think critically. Feminine pedagogy
seeks to raise issue with our definition of moral, intellectual and social education.
Students are educated for care and nurturance. Recognizing the human, emotional
aspects of ourselves is valued. Definitions are broadened to go beyond cognitive into
aesthetics. Intuition is valued. Authenticity in relationships is one of the most important
dimensions~

caring relationships enhance learning. Valuing voice is developed in

relation to interconnectedness with others (Poplin,l991c).
Constructivism was conceived in an attempt to change the definition of learning
from a reductionist one to a transformative one. Constructivism changes the definition of
learning from the acquisition of new information from an external source to the creation
of meaning from inside the learner. No longer is the role of the teacher simply the
putting in of information, rather it is the arrangement of activities whereby students
invent new meanings for themselves and in conjunction with others. Its theories include
the use of whole language literature ba~d instruction. authentic assessment. cooperative
learning, and thematic teaching (Poplin,l991e).
Critical Pedagogy takes constructivism one step beyond innovation to critical
education and steps outside the classroom into the community. It is concerned with ways
to educate citizens to live responsibly in a free and democratic state. To critical
pedagogy teachers, students do not simply construct new meanings for the sake of
cognition, but they construct new meaning in order to act in their own lives within the
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society in which they live. Education is not simply cognitive. Educators should work to
make the world more just by teaching students to think and act critically. Critical
pedagogy supports and utilizes site based management, use of primary source materials
rather than watered down texts, democratic classroom diversification of the curriculum,
cooperative learning, interrogation of the monocultural nature of curriculum, elimination
of tracking, global education, and teacher and student derived authentic assessment but
always with a clear social consciousness purpose. Critical education creates new
knowledge, reflects, develops new meanings, acts on them, again reflects, revises and
acts (Poplin, l99ld).
Feminine pedagogy seeks to define the feminine side of all of us. It seeks to
describe differences rather than make the case that men and women are the same. It
recognizes that both women and men have feminine and masculine characteristics. It
seeks to raise issue that our masculine sides are strongly represented in public life and our
feminine sides are relegated to our private lives. Feminine pedagogy raises issues with
the incompleteness of our school definition of moral, intellectual and social education.
Students should be educated not only for justice but also for care and nurturance.
Recognizing the human, emotional aspects of ourselves is valued. Definitions are
broadened to go beyond cognitive into aesthetics. Intuition is acknowledged. The
spiritual (not religious) nature of learning is emphasized. Authenticity in caring
relationships enhance learning. Valuing voice is developed in relation to
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interconnectedness with others.
We must stop equating different from with less than~ different from is lacking
resources (Cummins,l986). Poplin (199lb) points out:

Teachers must be more aware of the world view children bring to
the classroom and begin teaching where the children are. Children
are worried about environmental issues. They are dealing with
dysfunctional families, with poverty, with different languages and
cultural backgrounds. If we don't capture what children know and
are concerned about, their obsessions with their developing values
and what they say in their communities and our world, then we are
not engaging who they are. We have to return the democratic
process to our classrooms so we can actually educate students to
live and act responsibly in a democratic society (Poplin, 199Id, p. 23).
By investing non-traditional educational practices espoused by such critical and feminine
pedagogy experts as Poplin, Giroux, Ada, and Freire, students will be empowered to
achieve to their academic and social-emotional potentials in order to become contributors
to societal justice.
Personal experiences of the writer regarding transformative educational practices
suggests that where the whole student is considered in the educational process, where her
voice is heard, where culture is respected, where the affective and cognitive
development are equally valued and where the parents are partners in the educational
process, increased student achievement and self-esteem may result. Lillian Katz,
Evangelou, & Herman (1990), describes student dispositions as ever increasing in
importance in developmental stages of learning. These dispositions include love of

-1
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learning, initiative, resourcefulness, openness to problem solving, collaboration and
valuing others, independence in the thought process, learning from mistakes, social
dispositions such as kindness, positive attitude, always seeking to learn, acknowledging
that everyone can learn and teach, being active participants, creating alliances among all
groups, and always feeling a sense of growth rather than failure. Katz, Evangelou &
. Herman (1990) reminds us that students are not empty vessels to fill~ moreover they are
partners in the learning/teaching experience. It is the writer's belief that transformative
educational practices and partnerships which join hands for the common goal of meeting
students needs can affect systemic change.

Torres-Guzman (1988) investigated the process by which language and culture
mediated the learning of a Puerto Rican teacher who explicitly organized her classroom
for "empowerment" of Latino students, using the participatory design model.
The participants included thirteen students and one teacher. The sample had the
following characteristics: the students came from Puerto Rico, the Dominican Republic,
Cuba, Nicaragua, Ecuador and other Latin American countries. The levels of Spanish
and English proficiency varied. The years of schooling varied. The family households
varied from single parent households to single teenage parents living at home. Some
students had two parents, some were in households not headed by their parents. There
was history of sexual abuse, schizophrenia and lupus. More than 50% of the students
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were Spanish dominant and spoke Spanish almost exclusively at home. Some students
were first generation born in the United States and were more comfortable with English.
The more recent arrivals from different Latin American countries were more proficient in
Spanish. Some students had never attended high school. Many had alienating
experiences in other schools. Although all the students were included in the observations
by the research team, only four students participated in videotaped analysis of an English
lesson. They were Candido, Jacinto, Lucas, and Milagros. Jacinto and Milagros were
from

Nicaragua~

Lucas was from Santo Domingo~ and Candido was a Puerto Rican born

in the United States. Candido was bilingual, but English dominant, and the other three
were Spanish dominant.
The main research questions were:
1.

How can learning be accessible by using two languages and
cultural imagery?

2.

How can student participation be organized in meaningful
ways while posing challenges that were affirming rather
than disenabling students?

3.

How can alternative relationships between the students
and text and between the teacher and the students be achieved?

The variable of reading was measured by standardized tests. (There was no specific
name of the standardized test, the name of the project was described as the Bilingual
Literacy Project).
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The main findings were gathered over a one year period through nineteen
community and classroom observations, nine formal and informal interviews of teachers,
students, parents and organizational staff and audio and video tapes. Student writing and
other site documents were also collected. The findings indicated that the teacher in the
study organized lessons according to a set of beliefs about teaching in a bilingual,
multicultural setting which incorporated strong intuition in the methodology. Although
the lessons were planned systematically by objectives, sequential activities and
instructional materials, how the teaching was delivered brought out language, culture and
power relationships in an enlightening way. Language was not delivered as a code, but
more as a way of communicating messages about how to behave in a classroom.
Inclusion of culture was a way of facilitating access to knowledge, affirming students as
knowledge bearers and even challenging some of the students' beliefs. The participation
between the teacher and students indicated that they shared an understanding of some use
of language and culture for establishing norms of behavior, creating alternative power
relationships and for maintaining the professional authority of the teacher. The students
participating in this study demonstrated a three year jump in comprehension in the second
language according to the standardized tests used in the Bilingual Literacy Project.
The strengths of the study were that the teacher and her thirteen students
benefitted through demonstration of academic growth by using critical pedagogy in the
delivery of the subject matter. It validated the teacher's methodology in arranging her

~
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classroom in a culturally relevant way which permitted empowerment. The study
validated the importance of the relationship between language, culture and learning in
this context. Educators must know and live culture (Bredo, & McDermott: 1990). The
study suggests that the degree of integration of culture in the classroom may depend on
how much the teacher knows about the culture itself and how well the teacher uses this
knowledge to organize instruction and social relationships. Using critical, transcultural
and feminine pedagogical practices (Poplin, 1991f), the study provides information to
support that these methodologies empower Latino students to achieve academically
through valuing cultural and linguistic background. The three year growth on the
standardized tests suggests successful educational practices were occurring to benefit
student performance.
In a second study of empowerment by Torres-Guzman (1988), she investigates a
means of giving hope and providing conditions for the growth and empowerment of
Latino youth through a participatory research design. The participants included three
teachers and thirty-five students. The sample had the following characteristics: all
students attended alternative high school and represented only Latino cultures~ they had
not been successful in a "regular" school setting and were placed in an alternative setting
as a last step in the educational process.
The main research question was to study how a university and school
collaborative could offer alternative instructional strategies for the purpose of effecting
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social change within the school, organization and community. The variable of
empowerment was the central theme within the content of classroom environment,
curriculum, instructional strategies, student outcomes and teaching styles. Interaction
and action oriented outcomes were the measurement instruments used to determine
program effectiveness.
The main findings centered around empowering students to become actively
involved in academic experiences while effecting social changes at school and in the
community. The school motto became, "Youth, growth and empowerment." The
premise of the collaborative was that by teachers reflecting on their practice, a shared
understanding of what empowerment meant and looked like could be accomplished.
Lessons were organized to validate students as learners. Curriculum was integrated thus
providing opportunities for moral and social issues to be addressed. Alma Flor Ada's
model of reflection, action, reflection was implemented in the classroom. Personal
stories regarding racism and discrimination were elicited and valued.
Through numerous observations, the researchers, a team from the doctoral
program at Columbia University, recorded the value of beginning curriculum lessons
with personal interpretations and then moving to the textbook. The use of primary source
material was valued. Follow up activities included discussions connecting student
experiences with concepts studied. The use of the text was modified to meet student
needs after the personal interpretative phase was validated. By eliciting students'
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experiences first, the affective and cognitive development were both being addressed.
The process proved validating in tapping into student cultural knowledge. Students
displayed confidence to draw from and build on their own experiences to become active
learners. Students were validated as active participants in learning. The elaboration of
concept was first imbedded within the experience known to the students, and the
positioning of the learner in relation to the text was that of a critical thinker. The
researchers further noted the student voice was valued. The students' personal reflection
became part of negotiating meaning, placing it in a broader world and understanding their
real life experiences. The researchers further validated that the classroom
experiences empowered students as learners. Further observations indicated that teachers
have the power to tum despair into hope within the classroom walls.
The third study (Perez &Torres-Guzman,l992), involved science curriculum in an
action-reflection-action model. The purpose of the study was to develop leadership for
community development. The study involved action oriented research based on
environmental impacts in the community and a classroom curriculum based on toxic
waste. Student investigations included photographs, recordings, field study, human rights
and scientific theory. Observations, analysis, reading and writing were emphasized in the
study. Within the classroom setting the students were studying cell structures,
chromosomes, toxins, and chemicals. The textbook learning had a direct relationship
with the community and environmental issues at hand. An action plan was developed to
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clean up the community toxins. Cooperative learning strategies assisted students in
preparing for academic classroom rigor and community action. The students were
empowered to effect meaningful change in their neighborhood environment. Critical
pedagogy was a valuable tool in this classroom setting. Students were active creators of
knowledge. Students were active participants in the process of learning and teaching.
The curriculum fostered imagination, creativity, and rigor (Brunfield, 1988). The
researchers described the educational experiences as meaningful, with the task being
complex. Mutual caring was demonstrated throughout the learning process. The
students' actions were embedded in passion, morality, and caring in the context of a
community setting. Classroom learning and community action were integrated.
Classroom knowledge was applied to community action. The researcher found the
teacher and students to be existing in "a state of connectedness that was built on mutual
respect"(p. 255). Knowledge was facilitated by the teacher.
The strengths of the study through observation and interviews validated that
critical and feminine pedagogical theories can and do result in student empowerment.
Community action resulted in classroom knowledge. The studies are full of hope.
Education resulting in social change was evident throughout the study. Incorporating
students.' experiences supported student voice.
Successes in school programs strongly involve teacher effectiveness. Baker
(1990) investigated practical tips for teachers on how to improve classroom environments.
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There were one-hundred teachers interviewed and observed. The sampling had the
following characteristics: the teachers demonstrated commitment, caring, creativity,
sensitivity, and were further identified at their individual school sites as those who had
made the greatest connections with their students. The main research question was
whether effective schools must have a leader who is strong and committed and supports
staff in promoting students' cognitive and affective development. The common attribute
among the teachers was that they all worked primarily with students ..at risk" or ..in
need" as I would prefer to describe them. The students were described as students in
jeopardy of dropping out of school. The attributes of successful at-risk programs are
listed as: empathy, caring, dedicated teachers, available inservice opportunities, team
teaching, peer assistance, mentors and buddy system for new teachers, support for the
maintenance of low student-teacher ratio, energy directed toward motivating students,
departure from traditional curriculum and instruction, recognition of teachers who
successfully motivate students, an atmosphere which fosters warmth, cheerfulness, love
of learning, and social and personal bonding valued and nurtured by the school site.
The main findings of the report reviewed curriculum, methodology, counseling
and advocacy, community partnerships, and transition. Gaining students' trust and
respect was the main focus of the study. Teachers identified several areas in each
category which were common areas of success. The successful practices supported -;:;
transformative educational theory as described by critical and feminine pedagogy
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philosophies. Critical and feminine pedagogical practices are inherent in "practical tips
for teachers in working with at-risk youth." Descriptors such as action oriented,
nurturing, humanistic, valuing students knowledge and applying it to real life experiences
are among the attributes described in the study. Students voices are valued:
My name is Angela. I don't have any friends except my little sister,
and nobody seems to care about me. I hear kids talk about me
because I am just learning to speak English and I don't have very nice
clothes. My teachers give me passing grades because I never cause
any problems, but I don't think I'm learning anything. I feel sort of
invisible and I think I would rather be gone than keep coming here
(Baker, 1990, p. 3).

Teachers were assigned to individual students to address the social-emotional
components as described by Angela's notable lack of self-esteem due to the lack of
acceptance by the dominant culture. Two assumptions to insure success were: visible
administrative support for the efforts of the teachers and the teachers must be among the
most qualified.
Curriculum
Descriptors of the need for a meaningful curriculum were clearly stated. The
curriculum must be useful and meaningful now and in the future. Academic success
must be structured to foster positive attitudes and self esteem. The curriculum materials
should be adapted to speak directly to student needs. Learning should be personalized.
Valuing the process of critical thinking must be a priority. Students are to be encouraged
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to question frequently. Listening, reflection and discussion are implemented.
Assessment extends beyond standardization and addresses self examination and authentic
assessment. Teachers make personal connections with each student and know their
individual learning style and needs. Personal talents are recognized and validated.
Familiarity with the personal life of the students is essential. Suggestions include
bringing the community into the school and the students into the community,
personalizing learning by knowing each child's name and ethnic heritage and publishing
student work monthly in parent newsletters to connect with parents (Baker, 1990).

-.:t<--

Metbodo!o~y

Students' learning styles may vary from visual to auditory to kinesthetic.
Knowing each student's strength and personalizing learning and create an atmosphere
where risk taking is encouraged and immediate feedback is given. Minimizing the
number of classroom rules, collaborating with all the adults serving the student, modeling
behavior of respect, loyalty, flexibility, a willingness to listen, caring, and a cheerful
attitude, creates an environment where students are actively involved in learning. Having
a positive interaction with every child everyday, greeting students at the door,

~

encouraging ownership and commitment to the classroom members as a family, keeping
a sense of humor, being honest and enthusiastic, putting oneself in the students' shoes to
better understand their needs, taking time to write notes of appreciation and
encouragement to students and parents, encouraging cooperative learning, partner and
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interest group organization to build relationships, giving public recognition for student
accomplishments, sharing personal things about oneself with students, letting students
know if the adults are having a bad day and responding to inappropriate actions by
modeling appropriate behavior create a supportive classroom environment (Baker, 1990).
CounseHn~

and Adyocacy

Learn of students' special needs and let them know they will be supported.
Ensuring all students' comfort in the classroom setting, collaborating with all agencies
serving students, advocating for students, providing personal support and interaction,
supporting students in resolving conflicts, developing advocacy groups, taking an interest
in extracurricular activities and family involvement, communicating regularly with
positive postcards to parents, greeting students with a smile and welcoming them back,
especially if they have been gone for a time, acknowledinging the importance of their
presence as a family member creates trust and personal valuing (Baker, 1990).
Community Partnerships
As facilitators of learning, school personnel can enhance the program by
connecting the school with the real world, selecting community members to bring into the
curriculum as role models, integrating students' work experiences in the curriculum,
encouraging local business to adopt classrooms and inviting neighbors into school for
lunch to hear about student programs. Further community connections can be made by
having students bake treats for the neighbors during the holidays, scheduling
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neighborhood service days for neighbors and senior citizens, making a connection with
local retail stores and giving them recognition for participating in school programs,
inviting seniors in the neighborhood as a resource to speak on local history. Getting
students involved in community activities by contacting local media for coverage of
events, connecting with all agencies serving the school and problem solving community
issues, contribute to community involvement (Baker, 1990).
Transjtjon
Facilitators of learning address life skills by teaching what is required in today's
world of technology: flexibility, willingness to learn, communicating with others and
coping with the unexpected. Students were sensitized to equity, appreciation and cultural
pluralism and pride. Students were armed with skills for the job market by including in
the curriculum personal success skills such as assertiveness, problem solving and
negotiating. Accessing resources were emphasized, creating personal goals, adjusting to
new situations and developing cooperation and teamwork which made a connection
between schools and the job market (Baker, 1990).
The strengths of the study were the quality of the sampling of educators, their
commonality in reporting what works with students, validating transformative
educational practices such as: meaning created inside the learner; students inventing new
meaning in relating the real world to their own; students stepped out of the classroom into
the community; students created new meaning to act out their own lives; students were
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encouraged to think and act critically; primary source materials were used in the
curriculum; cooperative learning was highlighted; moral, intellectual and social education
were valued; nurturance and care played an integral role in education environments;
aesthetics, intuition and human spirit were acknowledged; authenticity of relationships;
valuing student voices and developing an interconnectedness among people was
imperative in transformative educational practices. The results are validated by personal
experience over time and concensus among the experts selected in the sample. Common
successes with students "in-need" verify the validity of the participants. The study
clearly validates the theories espoused by critical and feminine pedagogy proponents.

:i

School Partnerships
In an attempt to provide quality programs to meet the needs of changing
demographics in the public school system, funding is being sought over and above state
and federal allocations. Many districts are seeking funding through partnerships.
Partnerships in education can be funded by foundations to address parent involvement,
program improvement, and services to students. Private foundations are supporting
collaborative partnerships in our public schools. One such foundation endowment was
established to assist people in need of human or educational services. The foundation
focuses on funding educational programs. In an effort to meet the needs of the changing
demographics, the foundation is funding partnerships to address the needs of culturally
diverse students. The partnerships are designed to develop systemic change.
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Lambert (1991), describes the characteristics of project change as follows:
The intention is to implement specific content change. The
predetermined knowledge base source is the school and education.
Problems are determined and assumed. There are predetermined
objectives. Pre-described skills are needed by leaders in the
content area. There is participation by those who agree to apply the
innovation. There must be training in content only for those who
will apply innovation. Innovation is not mediated with current
practice. Parameters are set. (budget, regulations, guidelines,
personnel practices, contracts). Partnerships are hierarchical,
assigning education as the junior partner. Monitoring and evaluation
is done externally (La.mbert,l991, p. 4A).
The second type of change Lambert (1991) describes is sea change. Sea change
involves the fundamental processes of interaction, emergence, order and disorder,
unpredictability, yet effective and thriving life and development. This can suggest deep
social change in the culture and life of schools. It is meaning based, self-directing and
collaborative, multi-layered and driven by core values. The characteristics of sea change
are as follows:
The intention is shared meaning and values among peers.
Pluralistic, emerging knowledge is based on action research
and multiple disciplines. Problem-finding is central to an inquiring
stance~ understanding deepens through time. Objectives emerge
naturally as descrepancies are addressed~ objectives cannot be
pre-set until problems are initially understood. Everyone is a
leader~ skills in organizational development are needed by all.
There are multiple, sustained opportunities for participation.
Participation involves multiple professional development
opportunities. Changes evolve from current practice, knowledge
bases and problem-finding. Parameters serve emerging goals, rather
than being limited by them~ teams challenge and redefine
parameters. Partnerships exist among equals. Self-monitoring
is based on internal criteria. (Lambert, 1991, p. 4a).
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Some of the advantages of school partnerships in effecting increased services to
students are well documented in the literature. Site based decision making provides a
vehicle to hear parental voices in a system which was previously closed to parent
involvement. Partnerships may promote participation for the traditionally
disenfranchised who did not feel comfortable participating in their child's education.
How can the partnerships be analyzed to ascertain that they allow transformative
educational practices in our schools? How can systemic change occur?
Closely tied to improved educational practices is the significance of the role
parents must play in the school setting to increase student achievement. Shepherd Zeldin
(1990) investigated perspectives and behavioral responses of school staff to "reaching
out" policies that lead schools to form partnerships with parents and community
organizations for the purpose of enhancing childrens' development and academic
achievement using descriptive research design studies as a means of describing
relationships.
There were eleven schools studied in six urban areas. All the schools were
members of the "League of Schools Reaching Out" and serve high percentages of
children from poverty areas. The participants included district staff. the school principal,
four t~hers and parents at each site. Those interviewed supported parent involvement
in the school. The common characteristic of the participants was their endorsement for
reaching out policies.
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The major research premise was that students' social development underlies
academic achievement and that growth cannot occur without a positive social climate
where all stakeholders, parents, students and staff, are involved in the ongoing process of
defining a positive school climate. Decisions made by concensus positively effect
students' social and academic achievement in schools reaching out. The variable of the
site leadership was measured by interviews and observations of interactions with the
participants at each school site.
The main finding of the study was that it takes sustained attention of at least two
years to form working partnerships among schools and parents. The key for the success
of the program was the same at each school site: the principal. Principals must provide
opportunities for staff and parents to participate in trainings, assist in developing a site
policy for parent involvement and communication, and respond daily to the nurturing
needed to promote a positive school climate through home/ school interconnectedness.
Teachers may need to work beyond the allocated time of contractual agreements.
Teachers must be supported in their efforts to reach out to parents. Collaboration is
required among the participants. Site based decision making empowers the school site in
affecting systemic change. Shared educational responsibilities must be endorsed by all
the participants. Multicultural training aimed at the participants' understanding and
respect for persons of different positions, incomes, and ethnicity is particularly important.
The district policy should include a parent participation criteria as part of the evaluation

37
process.
Many poor parents and those from "caste minorities" regardless of economic
class. respond by developing a distrust of schools and a feeling that they do not have the
competence to support their children's schooling (Davies,l989~ Ogbu,l988~ Slaughter
and Epps,l987). The mindsets of some school staffs of low-income ethnic parents reflect
patterns of modem racism and internalized oppression and can preclude partnerships
among diverse individuals (Batts, 1989). Comer (1988), described the first year of the
parent involvement project as follows:
We learned, first of all. that both the schools and our project needed
more structure. More important. our analysis of interactions among
parents. staff and students revealed a basic problem. .. the
sociocultural misalignment between home and school. It was obvious
that we would make no progress until we had reduced the destructive
interactions among parents. teachers and administrators. The committee
on Policy for Racial Justice (1989) recommends policies
that emphasize the centrality of interpersonal relations among administrators.
teachers and parents. Bronfenbrenner (1978) emphasized the need for policy
education to be child-centered and aimed at supporting the linkages among
the adult caretakers. Krasnow (1990) indicated policies which provide
opportunities for shared decision-making can promote collaborative
orientations among participants (Comer, 1988. p. 2).
Four of the schools in the study. two in Cleveland. one in Indianapolis and one in
Prince George County have had success in raising student achievement and attribute this
success in part to increased parent involvement. The focus of the parent involvement
varied at each site from classroom instruction. field trip participation to site based
decision making councils. One school district included in its contract extra pay for up to
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fourteen hours of phone or personal meetings with parents. The primary goal in one
school was to increase reading achievement. Seventy percent of parents attended parent
conferences to discuss their child's academic progress. A parent liaison was established

at one school to coordinate parent involvement. Principals modeled caring attitudes for
all participants in the partnership. Staffs developed strategies to develop trust among the
parents to support student success at school. The parent involvement activities included
practice of social behavior and demonstration of classroom learning. Davies (1990) notes
that staff, parents and community providers cannot separate their roles from one another.
They must think of themselves as a family of social agencies or organizations which
serve the child. The principal serves as the intermediary in communication of policy.
He/she articulates and promotes school culture with regard to beliefs about the role of
parents in the educational process. Teachers and parents can learn from and respect each
other. No longer will Lightfoot (1975) be accurate in his description of parent
involvement:
The ambiguous gray areas of authority and responsibility between
parent and teachers exacerbates the distrust between them. The
distrust is further complicated by the fact that it is rarely
articulated, but usually remains smoldering and silent (Lightfoot,
1975, p. 21).
Parents who were traditionally targets of racism and classism were no longer hesitant to
enter the schools. Immigrant and refugee parents who previously had adopted cultural
values where parent involvement in schools was not a part of an adult role, have now
transformed their thinking in the collaborative effort to meet student needs.
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The strengths of the study were that the observations validated similar
characteristics among the schools that contributed to successful parent-school
partnerships. The attributes and program implementation share common elements to the
success of the program. The participants all benefitted by the partnership and increased
student achievement resulted. The study confirmed the importance of site based decision
making and collaboration between home and school. The study included a wide
sampling, therefore the validity was increased.
In an honest and direct study of school partnerships that address parent
involvement, Swap-McAllister (1990) investigated school partnerships involving low
income parent involvement using a participatory research design. Two New York
Schools were studied in a collaborative with the Institute for Responsive Education. The
schools were established as laboratory schools in an attempt to build new relationships
with parents and the community. Several hundred low income parents and teachers and
administrators from low income schools
were interviewed by the team of researchers. One of the schools studied had 669
students. The ethnicity of the school included 67 percent Latino, 19 percent AfricanAmerican, 11 percent European-American and 3 percent Asian. Family incomes were
limited with 79.5 percent of the students elegible for free or reduced lunch. Twenty-four
children were in temporary housing, but 76 percent of the children had been in the same
school for two

years~

70 percent for three years. There were 124 children with limited
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English proficiency. There was a stable Puerto Rican population that included third
generation residents of the community, as well as recent immigrants from Central and
South America. Sixty-seven percent of the teachers were European-American, 93
percent of whom had been teaching for at least five years and 61% of whom had been
teaching at the same school for five years or more.
The climate of the school was one where people felt vulnerable and there was
little trust. The new administration was questioned because they monitored classroom
practices more than the previous administration. The principal did not feel the support of
the district office administration. Many teachers reported there were cliques and said
they ate lunch alone in their rooms. "Everyone has his own agenda and things have been
festering for years (Swap,l990)," stated one teacher interviewed. People felt
uncomfortable sharing concerns and some information was shared second and third hand.
There was little parent involvement, communication was minimal with no regularly
scheduled conferences, newsletters, volunteers or planned program activities for parents.
Teachers preferred to set their own agendas and felt demeaned by administrative
regulations. Seasoned teachers stated that, "innovations come and go, we've watched it
happen (Swap,l990)." Teachers felt that administrators had no long term commitment to
new projects. Teachers wished to be acknowledged and appreciated. Widespread
cynicism made it difficult to risk being appreciative or accept acknowledgement.
The main research questions revolved around the premise that there were negative
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expectations among the educators regarding low-income parents' willingness and interest
in participating productively in their child's educational life and so they made few efforts
to build positive relationships. Low income parents did not expect to be meaningful
actors in their childrens' learning and often experienced nothing but negative experiences
with the school. The focus of the study was to document efforts to reach out to parents
and community members and to assess changes in practice and attitude in teachers,
administrators and parents that might lead to success for all children.
The main findings centered around the categories of developing a close
partnership between home, school and community, fostering parent involvement and
ensuring increased success for all students. Through the efforts of a key teacher and site
facilitator a parent center was established, parent-student field trips were organized,
fourteen parent workshops were offered, six of which addressed ways parents could
support the learning process (e.g. Reading Aloud to Your Child and Your Child's
Writing: How You Can Help) and eight that extended parents' interest skills or ability to
support their childrens' development (e.g. Calisthenics, Crafts, Preparing to Look for a
Job, Safe Streets, Safe Schools and Tenants and Landlords). One course offered English
as a Second Language~ fifty students lived with host families during a summer project,
and career day was held for sixth graders, teachers and parents. During the second year
of the project, all the programs were expanded. A survey of 200 parents assisted a small
parent group in establishing the interest and need to begin planning the parent workshops.
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Attendance at the parent workshops ranged from 10-30. During the second year of the
project there was a concerted effort to involve school personnel. A direct result of staff
involvement was that parents and teachers began having meaningful conversations which
were not confined to the classroom setting.
The parent center was among the most successful aspects of the project. Parents
came to the center to exchange conversation, identify and resolve problems, and help out
with school needs. The parent roles varied from paraprofessionals to classroom
volunteers to Parent Teacher Association officers to members of the school planning
council. The parents involved in the parent center had a strong voice in development and
implementation of school program. Parents were monitoring students' learning. In an
interview at the center nine parents agreed that the project helped them become

united~

they knew what was expected of their children and now they knew how they could help.
This group consisted of all Puerto Rican parents. The efforts of the Parent Teacher
Association to expand the parent center beyond this isolated group did not occur during
the two years the project was evaluated.
Recommendations were made based on observations and interviews. The
suggestions included: maintenance of a parent liaison, creating an advisory council of
parents and staff, establishing a means to assess parents' needs, continue workshops to
promote networking, increase the involvement of the parent center, increase school-home
communication via newsletters, increase parent conferences, plan evening social
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interaction events that promote cultural pride, increase Parent Teacher Association
meetings and communication, distribute communication in Spanish and English, and
develop a telephone guide to neighborhood and community agencies. Lightfoot (1978)
speaks about the importance of having parents in the school:
It is important to recognize that the presence of parents in the
school not only provides more adults to teach reading or offer help
and support to children but also transforms the culture of the
school. With these parents present, there is no way the curriculum
and environment could remain unchanged. Even if the content of the
lesson appears the same on paper, the transmission of the lesson
takes on a different quality and character when presented by the
parents. Even if the concepts are unfamiliar and alien to the child's
experience, the mother-teacher style of interaction, her face and her
character are not strange. It feels like home (Lightfoot, 1978, p.16).
The strengths of the study were its honesty, thoroughness and validity in terms of
the targeted population. The project empowered parents to take action. This is a
significant component of participatory research. The study validated the importance of
equality among the voices involved in the partnership as well as commitment and
participation. It supported the idea of empowerment affecting systemic change in the
school setting. Parents were empowered to expand their roles in the school site, and their
experience at school helped them to gain respect for the teacher's role. Positive
relationships were developed. Activities to assist learning at home were developed to be
distributed to parents. The establishment of a site based governance returned control of
program to the local school. A council of 22 was established to address school needs.
An even balance of staff and parents composed the council membership. One parent
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commented during an interview, ..We are no longer just parents." Parent voice was
gaining respect through the project efforts. Zacchei and Mirman (1986) suggest:
Partners often begin their relationship by planning activities that
have low level of risk, commitment, and coordination. It takes time
to establish a mutual vision and working style. Successfully
executing small-scale activities helps generate enthusiasm, create
momentum, and solidify commitments. The support stage represents
a natural starting place from which partnerships evolve, often
during several years, provided the active parties have realistic
expectation (Zacchei, 1986, p. 25).
The three premises described at the outset of the study were being addressed
through the project activities. First a continuity of expectations, values, and attitudes
between home and school encourages achievement, and that it is school personnel who
should identify the values and practices that form the basis for school success. The
second premise involves mutual respect between parents and educators, with the primary
goal of the partnership to incorporate the values, history, and learning styles of culturally
diverse families into the fabric of the school and curriculum. The third premise was
'success for all children' is the rallying cry and educators welcome parents as essential
partners, assets, experts, helpers and resources in the search for strategies that will
achieve success for all children.
The success of the program was evident as the research team viewed changes over
a two year period, from a stance in which parents were primarily viewed as threats or
barriers to childrens' successes, to a stance in which parents were generally seen as useful
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and important in accomplishing the schools' objectives. Supporting evidence included a
dramatic increase in parent involvement in the school, based on interviews and
observations by the research team. The staff saw parents as useful in accomplishing the
schools' objectives. The teachers' point of view differed from the parents' point of view.
Seven of the fifteen teachers in the interview sample saw the parents' role as an asset. A
few teachers were preoccupied with parent involvement used to spy or gossip. There
were negative staff members who did not see value in 'new' projects. They too will
become believers as parent involvement becomes an inherent part of the school climate.
The researchers concluded that there were many individual differences in attitudes and
practices of the teachers and parents, but that the median had shifted toward valuing
parent involvement. Many teachers' concerns about parent involvement had been
lessened either through their own first-hand positive experiences with parents or through
their observations of other teacher's positive experiences. One teacher stated that she
thought that attitudes were truly changing toward parent involvement. She stated she
couldn't imagine how they could have gotten along without parent involvement in the
past.
Cultural Diversity
}he demographics in a northern California district mirror the population of the
bay area with a 58 percent Latino population, 80 percent of whom are foreign born.
Addressing the issues of preserving cultural identity, home language, respect, valuing.
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acceptance and sensitivity to all cultural groups will be the focus in analyzing the quality
of the partnerships serving the district.
Developing an understanding and respect for culture is a means of working
toward self-actualization. One cannot truly share the joys, pains and sorrows of her
neighbor until she/he has experienced those emotions herself. Culture goes far beyond
nationality and language. Gaining a sense of culture, one gains knowledge of self and an
understanding of how she reacts to others. Demonstrating respect for the extended
family, contributions of all ages and cultural groups, can only be present in one's life if
she has developed passion for her own cultural heritage. The way one views and relates
to the world is through cultural persuasion . If one is raised with biases, it may be
consciously or unconsciously reflected in her actions in society. Developing a sense of
oneself and a strong identity of that persona translates into better understanding of those
who touch our lives. Outreach to others comes when we are secure in ourselves. Culture
influences our innermost personal and professional relationships. If we have been treated
with compassion, appreciation and respect, these values will be reflected in our
relationships. Multicultural education assigns a positive value to pluralism. Cultural
pluralism espouses emancipation with respect to equality (McCarthy, 1990). Culture
represents the total

being~

it is not isolated characteristics functioning independently, but

rather, it is a collaborative effort of transforming those complex characteristics into a
cultural mosaic in the way we perceive ourselves, our neighbors, our world and our
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ability to contribute to the larger society. Without a strong sense of identity, self-esteem
is adversely effected. Without a strong sense of self-esteem one cannot develop to her
academic and personal best. Reflecting on the impact of cultural identity in early
childhood has profound effects on one's value system as an adult.
Children from homes where the spoken language is other than English are faced
with complex contradictions as their schooling and literacy process begins (Ada, 1990).
Children come to school with a sense of pride in their language. It has been successfully
used in communication among their family members. Suddenly their language is not
universally understood and in many cases not respected. The demand to learn the
common language becomes overwhelming and adversely effects the sense of pride and
their desire to retain the home language. Educators who see their role as adding a second
language and cultural affiliation to students repertoire are likely to empower students
more than those who see their role as replacing or assimilating them into the dominant
culture (Cummins, 1986). For second language learners, educators who support the
subtractive dimension, are beginning the stages of subtle, but intended devaluing of one's
culture to ensure assimilation rather than respect and acculturation. As seen by the
dropout statistics for Latino youth, it is evident that they experience a disproportionate
level of academic failure. The extent to which students' language and culture are
incorporated into school programs constitutes a significant predictor of academic success.
In programs where second language learners are reinforced, their school success appears
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to reflect both the more solid cognitive foundation developed through intensive home
language instruction and also reinforcement of their cultural identity (Cummins and
Swain, 1987). Schools have an opportunity to provide an environment to enhance
language and culture by creating pride and respect for all cultures and languages. Parents
of all cultural groups should feel welcomed in our schools and feel that their
contributions are valued.
In yet another study on school partnerships and parent empowerment, Jerry Lipka
(1989) investigated the importance of establishing school community partnerships using a
descriptive research design. There were six high school teachers selected. The sample
had the following characteristics: they were all European American and each had an
investment in preserving the Yupik culture, traditions and language. They lived in the
bilingual Yupik Eskimo village inhabited by 550 people. There have been long standing
conflicts between villagers and outsiders (non-Yupik people).
The main research question was how to develop strategies to promote a school
community partnership which would preserve the Yupik culture, traditions and language.
The main findings of the study were that the school was viewed as an 'outside institution'
that had been superimposed on the village. The teaching staff was composed of
European American teachers from outside the state who were transitory. Curriculum was
produced elsewhere and the organization of the school differed from the organization of
the community. The native peoples viewed the schools as 'western' which included
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competitiveness; conversely the Alaskan community was organized around share and
cooperation. It was learned that the majority of the 550 residents interviewed had
ambivalent feelings toward the school. The villagers described the school curriculum as
providing knowledge for students to move away from their Native culture. When the
questionnaires were distributed in the community to gain input regarding the school home
partnership, there was widespread direction not to cooperate and to not complete the
paper work. The questionnaire was perceived as intrusive of family life with devious
intentions on the part of the school. There was suspicion that the school would profit
monitarily from the contents of the questionnaire. Although there was no specific
statistical data, the unanimous opinions from staff and community questionnaires
indicated a lack of trust and intent exhibited by all parent participants. Some parents
even noted that the time students spent in the school and in extracurricular activities was
causing a loss of their Native culture. The school's intent to combat loss of culture
instead invited a cultural conflict between the school and the community.
The strengths of the study were that it provided significant information regarding
the importance of home school relationships and the need to build trust and to listen to
parent voices. Preservation of culture was another common theme which was perceived

to be a family responsibility, not an activity for the transitory European- American
teachers at the school. The sensitivity to cultural preservation and pride were dominant
in this study. Lack of understanding for cultural preservation was evident among the
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"wannabes" in their well meaning but woefully unsuccessful attempt at promoting
cultural values.
Mary Poplin, Professor of Education at Claremont, employs participatory research
in the partnerships between Claremont and four local public schools. Her observations
suggest "if anything is right or wrong about education, it's right or wrong inside the
classrooms." The intent of the study was to interpret student voices to gain insight into
program effectiveness. As her report Educatini jn Diversity indicates, the four public
schools studied reflect the changing demographics predicted for the year 2000 with a
population of well over 50 percent students of color. Poplin (1991) states the goal of the
project is to develop transcultural

pedagogy~

ways of teaching that will engage all

students regardless of their background.
In addressing the learning needs of students, we must value them as people and
appreciate how their personal lives effect learning. Poplin describes a young man with
multiple home challenges who is struggling in the present system. In relating personal
values with educational practices, Poplin suggests "the purpose of reading is to rewrite
the text through your own life."
The dominant culture controls what constitutes the primary body of knowledge.

.

Non-dominant cultures are not successfully engaging in school. Educators often describe
.
problems in education such as diversity and bilingualism. Poplin suggests that describing
these issues as problems is the root of the controversy. Is it not monolingualism and

<
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monolingual teachers that are the problem (Poplin,l992)?
Jim Cummins views the school structure as looking at bilingualism as being good
for the rich and bad for the poor. We must stop equating "different from as less than,
different from is lacking resources ... Many cultures, unlike the individualistic EuropeanAmerican cultures, are community oriented. Cooperation and collaboration are
encouraged among Hispanic and Native American cultures. Behavior that is identified at
home as cooperation is described as 'cheating' by the dominant European-American
culture in school. Extroversion is valued in European-American cultures, while
introversion is more highly valued in other cultures. Again this is a conflict in values that
is apparent in the school setting. Reductionist practices of gaining knowledge in logical,
analytical, structures are diametrically opposed to intuition, problem solving and creating
knowledge behind established boundaries.
Poplin's theories of feminine pedagogy and transcultural pedagogy are reflected
in her pleas for teachers to rethink their delivery of instruction. As Freire describes the
needs of the traditionally oppressed, he describes a need for action, empowerment and
valuing of the human spirit to create an environment where knowledge can be gained.
Poplin's theories are grounded in primary, direct observations through the partnership
activities in four local public schools. Her article gives valid suggestions for teachers to
create an emancipatory environment to meet the needs of cultural diversity in the
classroom.
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Summacy
The problem which was addressed in the literate review is to what extent changed
educational practices through school partnerships effect an increase in student
achievement and social justice for those from culturally diverse backgrounds. The main
categories of transformative educational practices, cultural diversity and school
partnerships that empower students, staff and parents to affect change within the school
setting were analyzed in the literature review. The support for changed educational
practices to meet student needs was evident throughout the study. The components
necessary to promote increased student achievement are not easily attained. There are
numerous obstacles within the school setting, in the community and at horne which
prevent a collaborative effort toward the common goal of meeting students' needs.
The common element among the studies was one of responsibility. It is
imperative that all aspects of the educational experience come together as a single unit.
The adults providing educational experiences for students: parents, community agencies,
school personnel, and the students themselves must join together. Valuing all aspects of
the educational process as it begins at home and moves out to the community and school
experience is essential. The gifts that students bring from their rich cultural heritage
require nurturing and expansion as they relate to the school environment and the real
world in which they live.
An analysis of the literature suggests that a sensitivity to cultural heritage and
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allowing all participants voices to be heard contributes to validating the change process.
When parents, students and educators are empowered to be part of the change process as
a single unit in creating the programs which meet the needs as identified by the
participants, the change becomes lasting. Programs can be modified and adapted by the
participants to meet the students', staff and parents' needs. Changing the system to meet
student needs, true systemic change, can only occur if the change is initiated from within
the system and generated by those effected by the change.
The themes throughout the literature review support the concept of transformative
educational practices in meeting the needs of cultural diversity. The parent partnerships
studied validated the need to empower parents to become a meaningful part of the
educational process. Authentic, cultural heritage instruction must be initiated by the
parents and supported by the school setting. Authenticity is imperative. Having
European-American teachers instructing in cultural heritage cannot be successful unless it
is an extension of the student, home or community models. Educational practices valued
the students and their learning at home, school and in the community. The dispositions
described by Katz (1990), include initiative, resourcefulness, problem solving,
collaboration and valuing others. Torres-Guzman (1988), describes student
empowerment through language and cultural integration in the classroom. Empowerment
focused on effecting social change became a reality for the students and parents alike
who were participants in transforrnative educational practices. Nurturance and
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interconnectedness proved to be yet another attribute of the most successful school
partnership activities. Validating the whole student and demonstrating interest and
compassion in him/her clearly improved self-confidence and increased academic
achievement. These common themes and their successes indicate that transfonnative
educational practices which empower the participants should be expanded in our school
systems. Analyzing individual programs which possess positive attributes in contributing

to the change process should be implemented in school settings if progress is to be
realized regarding students' growth in terms of self-esteem and academic achievement.
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CHAPTER III
METHODOLOGY
Research Desj &n
The research design used in this study is Participatory Research based on the
theoretical principles of Freire (1970). Participatory research is characterized by the
"inclusion of its Subjects as active partners throughout the research process" (Kieffer,
1981, p. 3). The participants are viewed as Subjects of their own reflections and not

merely objects of investigation. Freire's (1970) theory of liberation and emancipation of
the oppressed models a process of identifying issues, reflecting upon personal
perspective, critically analyzing theory and issues, and creating an action plan of
empowerment. The action plan is designed to meet the needs of the traditionally
disenfranchised (Ada, 1988). Participatory research considers issues of class, struggle,
powerlessness, and impoverishment (Freire, 1970). Feminine pedagogy is clearly visible
in participatory research based on the personal, humanistic, people-centered learning
process (Brown, 1985). Participatory research is based on mutual interest and problem
solving. Active participants become joint learners and are empowered to effect systemic
change through action-oriented research. Issues are defined and data are collected,
analyzed and utilized for developing research outcomes. There is a commitment in
participatory research to focus on oppressed groups, analyze the conflict of the dominant
society, and promote empowerment, equity and self-reliance (Brown and Tandon, 1983).
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Cain (1976) acknowledges that participatory research requires reflection, analysis, action
and reflection. Freire's (1970) concept of praxis indicates that reflection and action of
men and women upon knowledge is a powerful tool of the dominant culture. The
oppressed are often seen as the uninformed, so the dominant culture gains additional
power over them.
Ada (1990, p. 2) states, "Participatory research is an education of making
collective history and making individual history of each person in the role of
protagonist." The assumption in traditional pedagogy is that students are empty vessels
to be filled with knowledge by teachers. Critical pedagogy assumes that the students
have the ability to create knowledge regardless of previous or existing experiences.
Critical pedagogy and participatory research recreate knowledge and develop respect
between the participants as equal learners in the process. The empowered individual has
a personal sense of potency, critical political awareness and practical strategic skills;
empowerment is actually the process of developing participatory competence. (Kieffer,
1981, p. 7) The move from powerlessness to empowerment arrives at critical
consciousness, a process through which" ... men develop their power to perceive
critically the way they exist in the world with which and in which they find themselves".
(Kieffer, 1981, p. 7)
This study invited school partnership executive directors and program facilitators
to participate in critically reflecting upon and dialoging about transformative educational
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practices as they relate to their specific partnership. The dialogues developed into
generative themes. Freire (1970) stresses,
To investigate the generative theme is to investigate man's
thinking about reality and man's action upon reality, which is
his praxis... the methodology proposed requires that the
investigators and the people (who would normally be considered
objects of that investigation) should act as co-investigators. The
more active an attitude men take in regard to the exploration of
their thematics, the more they deepen their critical awareness of
reality and, in spelling out those thematics, take possession of that
reality. (p. 97)
Participatory research, through the process of "dialogic retrospection" (Kieffer, 1981),
gives the participants a forum in which they can share their social reality and reflections
with the researcher. It empowers them so they can reflect, interpret their reflections and
make decisions that initiate their own transformations. Kieffer (1981) explains that,
They are involved in preliminary research design, in interactive
generation of data, and in dialogic interpretation of the data as
it is generated... Participation in the research then has realistic
consequence in their continuing personal development. (p. 3)
Kieffer (1981) further describes three dimensions of empowerment development of a
more positive and potent sense of self; construction of more critical comprehension of the
way social and political relations comprise one's experienced environment; and
cultivation of resources and strategies, or functional competence, for efficacious
attainment of personal and collective socio-political goals. Hall (1979) outlines four
basic requirements for participatory research: it needs to be planned so that at least part
of it is of immediate interest to the people in the studied community and so that the
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community can expect to benefit from its results; it should involve the people for whose
benefit it is carried out, both in formulating the immediate problems and in finding
solutions to them; research should incorporate into itself as many as possible of those
working locally toward development of that community; and the educational and
motivational potential of such an engaged research method should be fully utilized for the
benefit of everyone involved in it.
Major Themes of the l'artjcipatocy Approach
Role of the teacher. According to Freire (1970), the role of the teacher is that of
facilitator; teacher's and learner's roles are interchangeable. Teachers suggest but do not
determine themes which serve to guide the dialogues. Teachers may present instructional
materials or strategies while remaining open for modification.
The problem-posing educator constantly reforms his reflections in
the reflection of the students. The students are no longer docile
listeners; they are now critical co-investigators in dialogue with
the teacher. The teacher presents the material to the students for
their consideration and reconsiders her earlier considerations as the
students express their own. (p. 68)
The educational process must include students as they identify their own reality.
Djalo~ue.

Dialogue is a two-way, horizontal process which involves both the

researcher and the participants. The participants are encouraged to reflect critically on
the learning process and experiences.
Only dialogue, which requires critical thinking, is also capable of
generating critical thinking. Without dialogue there is no
communication, and without communication there can be no true
education... Authentic education is not carried on by 'A' for 'B' or 'B'
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for 'A', but rather 'A' with 'B', mediated by the world-a world
which impresses and challenges both parties, giving rise to views or
opinions about it. (p. 119)

Idea for Praxis. Through the process of dialogue we discover the "word". Freire
states that the word is much more than just what makes dialogue but within the word are
two dimensions, "reflection and action" (Freire,l970). "Men's activity consists of action
and reflection: it is praxis: it is transformation of the world. And as praxis, it requires
theory to illuminate it" (Freire,l970, p. 119).
Generative themes. According to Freire, one does not always comprehend reality
because it is usually seen in fragments rather than the whole. Subjects fail to envision the
parts around them as being interconnected to the whole. Freire (1970) attributes this
failure to view the whole as a lack of a critical understanding. He states,
When men lack a critical understanding of their reality,
apprehending it in fragments which they do not perceive as
interacting constituent elements of the whole, they cannot truly
know that reality. To truly know it, they would have to reverse
their starting point: they would need to have a total vision of the
context in order to subsequently separate and isolate its
constituent elements and by means of this analysis achieve a
clearer perception of the whole. (pp. 94-95)

Freire (1970) refers to this whole view approach as "thematic investigation". The concept
of a generative theme is an important factor in that its purpose is to introduce the subjects
to the process of critically thinking about the world around them.
Codification. Codification is a way for Subjects to move from the abstract
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concepts to the concrete concepts. It is generally done in a group setting whereby
participants place themselves in the situation and try to relate to an object that represents
the "code."

Decoding requires moving from the abstract to the concrete;
this requires moving from the part to the whole and then
returning to the parts; this in tum requires that the Subject
recognize himself in the object (the coded concrete existential
situation) and recognize himself, together with other Subjects.
(Freire, 1970, p. 96)

Freire (1970, p. 96) suggests that a sketch or photograph be used as a code which
"leads by abstraction to the concreteness of existential reality."
By developing a critical analysis of the object, reality is changed from being
impenetrable to concrete. The use of "code" is important in a problem-solving approach
because it creates a stimulated dialogue and transforms the theme into reality for the
Subject.
Procedure for Data Collection
Using the theoretical rationale for participatory research and the process of
dialogic retrospection, the following procedure was used to collect the data. The
following major steps were used in the collection process:
1.

Selecting the research participants

2.

Describing the participants
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3.

Developing the research questions

4.

Conducting the first dialogue

5.

Transcribing and reviewing the first dialogue

6.

Submitting the text for participant further reflection and editing

7.

Conducting the follow-up dialogue based on findings

8.

Doing the final Analysis of the Data

9.

Returning the Final Text to the Participant
Entry jnto the Community

In this study there were eight participants who have been involved in providing
services to staff, parents and students for a minimum of three years through school
partnerships serving the district. Four of the participants were executive directors of the
partnerships and four were facilitators of the services provided by the partnership. The
executive directors provide leadership in the community and at the district and school
levels. Two of the facilitators are teachers, one is a parent leader and one is a community
resource person. The executive directors and program facilitators work hand in hand in
the program planning, development and implementation. They are in regular
communication and the relationship is seen as one of equal partners.
The partnerships, whose names and personnel were kept confidential throughout
the study, include parent participation, dropout prevention, technology, and early literacy.
The parent involvement partnership emphasizes parent communication, parent
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involvement in decision making, and parent education. The dropout prevention
partnership involves educational interventions for special needs students such as tutoring,
counseling, academic assistance, health services, enrichment activities, and a guidance
class for students who have not had an opportunity to participate in an academic track,
but are now interested in a college opportunity. The technology partnership focuses on
incorporating technology into the core curriculum in a non-traditional classroom setting.
Special emphasis is placed on second language learners and cultural inclusion. The early
literacy partnership is addressing alternative educational practice through whole language
activities, cultural diversity incorporation in the daily classroom setting, authentic
assessment, and developmentally appropriate practice through the creation of a
classroom environment that is conducive to students making their own choices.
The researcher has been working with these partnerships since the planning and
implementation stages prior to three years ago. She has also served as the liaison for the
partnerships between the school and the district. In addition, supervision and grant
writing to continue initial funding were the responsibility of the researcher. The
participants are known to the researcher on a personal as well as professional level. The
researcher has developed a working relationship with each of the participants which is
rooted in honesty and trust. It is the hope of the researcher that the elements of
confidentiality, honesty and trust resulted in candid dialogues that led to meaningful
action-based
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research.
Description of the Participants
The executive directors of each of the partnerships are committed to the work
they are doing in the schools. They each have educational backgrounds whether it be in
teaching/administration, technology or governance. In their roles as executive directors
they have focused on the development of the whole child. It is evident from the
interaction among each of the executive directors during our monthly group meetings that
they have a genuine interest in meeting student needs by investigating the components
necessary to deliver services to the students in order to prepare them for the academic
challenges they are facing, the social-emotional development and the preservation of their
dignity and cultural heritage. Two of the directors are African-American, one is AfricanAsian American and one is European-American. All four are women.
The facilitators of the programs include a kindergarten teacher, one middle school
teacher, one high school community resource person and one parent. Each of the
facilitators has been actively involved in the partnership for a minimum of three years
and has been instrumental in implementing the practices learned beyond the school
setting. Of the facilitators, two are European-American women, one is an AsianAmerican woman, and one is a Caucasian male. They have been empowered to have
their voices heard through the partnerships as they move out of the school environment to
share their experiences with other agencies, community groups and school sites. They
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are committed to the implementation of the programs and have some valuable insight
regarding modifications in the regular program through personal experiences. The
researcher h&S attended group activities that the facilitators have been involved in as they
relate directly to program presentations. Each facilitator is dedicated to alternative
educational practices, preservation of cultural inclusion and promoting parent
involvement. They all support the concept of teachers and students as co-partners in the
teaching and learning process. They are individuals who are not detoured by the
detractors among the educational community in which they work.
The participants are described as follows. The early literacy facilitator is a
kindergarten teacher who was implementing alternative educational practices in a
traditional school setting. She is monolingual English. Early literacy and authentic
assessment were the focus. The executive director is an African-American-Chinese
woman who is an expert in early literacy with an emphasis on multicultural education.
She works for a private foundation that was hired to implement early literacy practices in
six districts in the county. She is monolingual English. The technology facilitator is a
teacher in an alternative program in a middle school setting. She is the president of the
district's teacher's association. She is monolingual English. The executive director is a
former teacher who is working for Lucasfilms in collaboration with the district. She has
employed alternative practices in the public school setting and private sector. She is
monolingual English. The parent facilitator is a bilingual Chinese-American parent who
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was appointed to work as a team member with school staff to enhance parent
involvement and education in a public school setting. She has two children in the system.
Her children are bilingual in a monolingual English school and program. The executive
director is a former school principal. She is African-American and presently working for
a private company whose focus is to enhance parent involvement in the public school
setting. The dropout prevention facilitator is a social worker who is located at a public
high school. He is involved in tutoring, counseling, teaching and accessing services for
students with special needs. He is monolingual English. The executive director is an
African-American woman. She is director of a program funded in part by a private
foundation and private donations. She is also a university teacher in a re-entry program
for women. She is monolingual English.
Deyelopin~

Research Questjons to Gujde the Dialo~ue

Even though in participatory research the dialogic process involved a continual
refinement of the research questions as they emerged from the dialogic encounters, the
researcher felt it was vital to design some initial questions to guide the first dialogue.
The researcher was open to new questions and modifications throughout the dialogue
process, while maintaining some key questions which were related to the problem
defined in the study.
The research questions were developed to ascertain the participants' critical
reflections of the effectiveness of their partnerships as they relate to transformative
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educational practices, cultural diversity and collaboration efforts of the partnership. The
questions were further refined to determine which partnerships empower the facilitators.
The research questions were modified slightly to accommodate the facilitators. They are
implementing the programs, rather than designing the programs which is the role of the
executive directors.
The findings from the interviews served as a basis for generating further
categories from which the specific questions were derived. The research questions were
based on Freire's (1970) dialogic process. The dialogic process involves a continual
refinement of the research questions based on the interpretations and meanings as
described by the participants. Modification and refinement were continual as new themes
surfaced. Therefore, the questions to guide the dialogue were meant to serve as a guide
and were specifically asked in the order listed, but more importantly, as they emerged as
to not interrupt the flow of the natural reflections of the participants.
1.

What are the partnerships' declared goals in relationship to
empowering schools to serve their population, and contributing
to educational practices effecting systemic change?

2.

What are the participants' reflections about how these goals are
being met?

3.

What are the participants' values concerning cultural and linguistic
diversity?

4.

What are the participants' reflections about how these values are
manifested?

5.

What are the political, economic, and social pressures affecting
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partnerships?
Questjons To Gujde the

Dja!q~ue

The co-participants contributed to identify and determine the questions of this
study. Thus, in this research, the following questions served to initiate the study, but
were open to modification and refinement as a result of the dialogue with the
participants:
l.

What is your view of alternative educational practices?
What are your partnership goals?

2.

Has your partnership created systemic change in the
educational setting?

3.

Do you feel you are meeting your established goals? How
are they being met?

4.

What do both parties gain from a partnership?

5.

What assessment process will be used to evaluate the
program goals?

6.

Which components of your partnership are imposed on the
school site?

7.

Which components of your partnership empower the school to
transform education to allow systemic change to occur?

8.

What are the political, economic and social pressures which
effect your partnership work?

9.

How is your partnership empowering the school to redirect
student learning?

10.

What effect does your partnership have on home language
retention?
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11.

What effect does your partnership have on cultural diversity?

12.

Why is it important to address cultural diversity in
transforming our schools?

13.

Why is it important for children to retain their first language
and what are the consequences if it is lost?

14.

How is your partnership ensuring preservation of cultural
identity?

15.

How is your partnership involving the home to ensure pride
in family heritage?

16.

What value does your partnership place on home
influences, home language and ethnicity?

17.

Which components are necessary to empower schools to
meet the needs of cultural diversity?

Conductjn~

the First Djalo&ue

The first dialogue was conducted at a place chosen by the participants where they
felt most comfortable and where distractions were minimal. The first dialogue ranged in
length from one hour to two hours. The beginning of the dialogue consisted of some
informal conversation to set the tone for the dialogue and to assure complete
confidentiality. After the tone was set, the purpose of the study and the process for
interactional dialogue was explained. Obtaining permission to tape the dialogue
occurred at this time. The summary of the dialogue and the analysis and validation
process were described to the participant. It was explained that review and approval of
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their dialogue contents would be ascertained prior to use of the material.
After the initial setting was determined, the researcher guided the dialogue to
focus on the major questions designed to elicit data relevant to the study. The dialogue
did not necessarily follow the written questions, but was flexible to allow for maximum
development of inherent themes. This method allowed the participants to feel free and be
spontaneous in the dialogue. This open-ended approach is used in participatory research
to allow the major issues and meanings to emerge out of the course of the research
process (Kieffer, 1981).
Trauscribin~

aod Reyiewip~ the First Dialo~ue

After the first dialogues were conducted, each one was transcribed. A written
transcript of the dialogue transcriptions was prepared to present to the participants for
review and to solicit their reactions. The exact language of the participant was preserved
in each dialogue to the extent to which it could be directly transcribed. Very few
modifications were made in the summary, with the exception of minor editing to allow
for easy reading and comprehension.
During the next phase of the study the researcher reviewed the data and engaged
in the process of indepth interpretation of the texts. This involved reading the transcripts
carefully to develop a feeling for overall perceptions of the participants. The interaction
with the text assisted the researcher in identifying the preliminary themes. These themes
provided issues and questions to be included in the second dialogue.
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Conductina the Fo!Jow-up Pialoaue

According to participatory research guidelines, the participants received the
transcription of the first dialogue for review and reflection prior to the second dialogue.
The participants were asked to read, review and reflect on the transcription. They were
asked to make comments on the data presented. The researcher stressed the importance
of focusing on correction, explanation and interpretation of meaning in reviewing the
accuracy of the transcriptions. They were also asked to respond to new questions
developed by the researcher based on the analysis of the first transcription and to react to
the overall meaning and themes identified from a review of the participant's text.
Data Analysis

Techniques of participatory research dialogic encounter and critical analysis were
used in analyzing the transcripts. In accord with this approach, Kieffer's (1981) concept
of integrative analysis was used to combine the two interviews conducted with each
participant into a comprehensive thematic portrait.
In participatory research, the analysis is done in a dialectic fashion. This is an
ongoing process throughout the whole study involving the researcher and the participants.
The researcher relies upon the text and its language to suggest categories of interpre
tation, and consistently checks that interpretation against data gathered. In this method of
analysis there is a continuous construction of conceptualization, as tentative categories of
analysis are created, applied, confronted, and refined. The researcher has to dialogue

71

with the text continually to identify inconsistencies and contradictions.
Kieffer (1981, p. 38) states that the primary goal of the final analysis of the study
is not simply to offer a "series of individual portraitures", but instead to compose
"individually identified themes" and reduce them "to essential, verifiable, and nonredundant categories applicable to all participants". The researcher used a continual
process of refinement and analysis to come up with a "degree of consistency" among all
the data. The researcher relied on a combination of the original data, the critical
reflections of the participants, and the researcher's personal reflections to determine a
final analysis that is interpretative and action-oriented. Kieffer (1981) refers to this final
phase of analysis as engagement, reflection, and reconstruction.
The goal of this study was to determine effective educational practices that can be
implemented in our schools through partnerships to meet the needs of cultural diversity.
Participatory research using "dialogic retrospection" was an effective tool for promoting
empowerment of the partnerships, parents, staff and students to work toward the systemic
change needed to positively effect transformative educational practices.
The Researcher
The researcher has been working in an administrative position for the past seven
years. Her involvement in the district's school partnerships has been extensive in terms
of development, implementation and supervision of the programs. Seeking additional
funding through private foundations to support the partnerships has also been one of her
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responsibilities. As an educator for the past twenty years, the researcher has been
particularly focused on cultural diversity and curriculum and instruction emphasizing
meeting students' individual needs. Developing a close working relationship with the
program executive directors and program facilitators has been of particular interest to
determine program effectiveness and areas of needed improvement. Nurturing a positive,
honest, and open communication with the partnerships benefited the results of the study
as the interaction between the researcher and partnerships has been candid and forthright.
Trust building has been in process for the past three years between the researcher and the
partnership participants. In order to determine true program efficacy, honest
communication and trust must prevail. If honesty and trust do not prevail, the students
are adversely effected.
Confidentiality
In the process of this study, confidentiality was preserved. The funding sources
and the program integrity could be compromised should the identities of the partnerships
and the individual responses be identified. Confidentiality must be maintained as it is
defined in the traditional research protocol where the anonymity of the subjects is the
practice. Although the identity of the partnerships and the participants were not revealed,
it is the hope of the researcher that this protection empowered the participants to make
the necessary changes in program delivery that surfaced as recommendations during the
dialogues.
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CHAPTER IV

THEANDINGS
Participants' voices and Generative Themes

The dialogical interviews conducted with eight participants working directly in a
traditional educational setting focused on the elements of transformative educational
practices, school partnerships, and cultural diversity. It is significant to note that the
programs investigated are programs which are directly supported through private
foundation allocations. The conditions for funding were based on providing improved
educational experiences for students of color within the school setting. Guidelines of the
grant included a need to provide an alternative educational approach, to address cultural
diversity and to secure parent involvement. Addressing such sensitive issues required an
assurance of confidentiality for the participants. The dialogues were conducted in an
honest, straight forward approach regarding both professional and personal reflections of
the partnerships within which each participant provided a leadership role. Each
participant was encouraged to share his/her innermost thoughts while addressing both
cognitive and affective experiences. Providing a safe environment for such candid
discussion, based on mutual trust, was imperative in securing responses which would
assist with addressing issues identified as in need of transformation.
An analysis of the dialogues provided emergent themes within each category of
transformative educational practices, school partnerships, and cultural diversity. The
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generative themes under transformative educational practices included empowerment,
valuing relationships, and acceptance of alternative educational practices. Within the
school partnership category, two themes surfaced. They were systemic change and
oppression by the dominant culture. The cultural diversity category generated the themes
of respect, home-school connection, and assimilation versus cultural inclusion. Each of
these themes is discussed under the individual categories described.
Transfoonatiye 8ducatjonal Practjces
Empowerment
The theme of empowerment surfaced for all participants, including students, in
the educational setting. There was a general feeling that the relinquishing of power by
the teacher to become a facilitator rather than a great imparter of knowledge~ freed that
teacher of her traditional role of pretending to be all-knowing. Building on student and
staff strengths provided each participant with confidence to move forward in the
educational experience. Focusing on the needs of the learner and providing Of!portunities
to expand the knowledge base through self-selected activities, rather than teacher
demands, appeared repeatedly as a means towards student empowerment. The
participant engaged in early literacy described empowerment in terms of student learning:
We need to start addressing worthy and substantive issues
in education so that students are allowed to think about
meaningful things. Kids involved in learning get better and
better at identifying problems, thinking through the process
they are going to use, working in a group to solve a problem,
using multiple resources and applying those resources,
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synthesizing the infonnation and then thinking of the best
way to present their findings.

When teachers are facilitating, students feel more ownership. They feel empowered and
it gives their self-esteem a boost. They don't feel they are constantly being pushed or
pulled and simply going through the motions of learning. They get excited about
learning and the power they have over what's happening in their learning process.
Students also begin to see their own growth and value the educational experience in a
new way.
When there is true meaning in an experience, valuing of that experience quickly
follows. In describing the idea of valuing to create empowennent, the parent
involvement participant espoused:
We need to value the individual and not set arbitrary
standards and expectations. Each child evolves at his
own pace and should be allowed to develop at his own
speed with the necessary support.
One participant supported the concept of students valuing their own learning :
Children are capable of making decisions that affect their
learning and they are capable of making choices that are
valuable choices. The facilitator sets up an environment.
This is reflected in portfolio assessment. The relationship
between the teacher and the student becomes one of valuing
and cooperation. The child selects the work of which he is
most proud. This is a direct reflection of a partnership
between the child and the teacher, rather than the teacher
being all powerful and looming over the student with a test that has
no relevance to the learning experience.
Teaching to the students' strengths builds confidence in the learner and in the teacher
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simultaneously. When each feels successful. more learning can take place. Students are
capable of creating their own knowledge through technology. The participant engaged in
technology describes empowering students through creation of their own software
programs. Providing students with powerful tools such as programming. enables them to
move beyond the confines of a packaged curriculum. The technology participant
suggests:
I think a lot of what we do is just get kids to accept one
another and feel good about themselves and to be successful
at something. I give kids insight into how they learn best
because we constantly present them with challenges that
get them focused on how to communicate and express
themselves.
I used to think it was important for kids to go to school in
order to get a job. Now I realize we want to create an
environment so students can be lifelong learners and that
we·n have cultural democracy and they are really getting
along with each other. We must also help them to be good
problem solvers. It is better to know the answer because the
student could figure a way to solve it than to merely memorize
it.
Respect for differences encourages kids to be risk takers. I
think the only way you become a risk taker is to try new
things. You must take enough little steps so that when you take
the next big step. you figure "I have got a little bit
more background to go leap into this." Kids need enough safe
experiences that they feel empowered. When they confront a
new experience they say. "I can do this. rve done something
like this before that I didn•t know anything about."

Building trust among the students and the adults involved in the system created a
linkage among the participants. Outward support among the staff of the partnership work
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created an advocacy group for the students and the teachers. The supported participants
in the study expressed that they had made significant progress due to the support system
they had developed among the mainstream of the school setting. The teachers who
supported the partnership were seen as change agents in creating an learning
environment that truly supported the students. The participant working with special needs
students described developing trust as:
When you create an honest service, it liberates people in the
system to accept the role you are playing. I have to figure out a
way for myself to just deliver the information, try to make a
difference through my work with students, and work with as
many of the converts as I can. I try to identify the converts,
keep sharing information and encourage them to go against the
odds and make a difference for kids.
Yalujn~

Re!atjonsbjps

There appeared to be a general sense of valuing authentic relationships, which
was directly related to valuing each other as human beings and valuing everyone's
contributions to the learning experience. An honest response to the lack of understanding
of cultural diversity was evident, with a desire and willingness to gain the knowledge
necessary to deeply understand the students' cultural values. Although a deep
understanding of culture was not prevalent, valuing the human spirit was clearly a
priority among the participants working directly with children. The move away from the
traditional role of teacher and student as unequal and separate partners in the educational
setting seemed to nurture the relationship established between the participants and the
students. Everyone was equally valued in the partnership with the teacher as the
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facilitator and the student as creator of her own knowledge. The supporting the home
school connection, one participant asserted:
We value cultural identity by valuing and respecting the
people with whom we are working. We value communicating
in a language other than English, we value getting second
language parents out to school events and we value their
cultural contributions. These are mainly achieved through
written communication and inclusion in schoolwide events.
Whenever possible, the community liaisons who speak the
native language are the presenters at the parent workshops.
In describing the educational setting, the one participant characterized the
partnership as wanting to be in the real world and not trying to attempt technological
educational practices on an artificial sampling of students. Therefore they came to a
diverse setting to test their technological practices. The student population reflected the
population of the school. which in turn mirrors the population of California in terms of
ethnicity. The second language learners were represented in the classroom setting. In
detailing the student reactions, one participant involved with second language learners
reported:
You can tell some childred are not used to being around ESL
students. They are curious. Everyone is kind but they still
remain curious. We need to try and get the world to be a
peaceful place where we respect and care about each other.
I would like to say that it could happen just at the schools,
but I don't think that is realistic. For us to do our part, we
need students of different cultural backgrounds to work
together. If from the beginning of their school life they are
working beside children of different nationalities, diversity
doesn't become a negative issue. We need to educate parents.
Attitudes of the teachers and administrators make a significant difference on how
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students respond. How students are approached is important, whether it is
inclusive or there is a clear message that everyone's role can drastically change student
progress. The participant focusing on special needs students describes her philosophy of
the world view through her partnership activities:
I think this partnership does have an effect on the issues of
having so many cultures together in that everyone can learn
to appreciate one another. We are all in this together, rather
than having the kids from El Salvador feel like they're alone
and the kids from Southeast Asia feel like they're alone and the
kids from Haiti or Middle East feel like they are separate. We
are trying to create a broader community togetherness. I saw
kids last summer sit at the feet of one of our high school
students who was reading a story in Spanish. The Vietnamese
students were equally involved in the storytelling and looking
adoringly at the high school Spanish speaking student. That
was an example of true diversity. This is what it really means
to have a relationship and value each other's culture.
The value of cooperative learning surfaced as another area of valuing
relationships. The contributions of each individual is to be valued if one is working in an
environment where every person is lifted up and encouraged to move forward in the
learning process. The technology partnership describes student interaction as:
We teach the kids how to work in groups and cooperate with
each other and how to be team players. We do a lot around
social issues, in fact in one room we have a kid who is
considered gifted and talented and another kid who has a
learning disability and another who doesn't speak English.
We do a lot of work to try to get kids to welcome each other's
differences and learn from them. I think a lot of what we do
is just get kids to accept one another and feel good about
themselves and be successful at something.
Cooperative learning gives kids more independence. It brings
back the fun part of teaching. It lets you sit down with kids
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and see what they are doing and hear about it and imagine some
new thing that you could do next and it's really much more fun.
The teacher doesn't have to be up front trying to manage
everybody. You as the teacher don't have to know everything;
you can explore it with the kids. Teachers in the system need
to be willing to let kids know that they don't always know the
answer. A lot of things we just figure out together. You need
to let the kids know they are appreciated and valued. You know
I think all the time, everyone in this classroom is a teacher
and everyone in this classroom is a learner.
Attitudes of the teachers towards the students can greatly enhance student and adult
learning if value is equally placed on each participant in the learning process. Positive
interactions must be fostered and recognized as great contributors to learning. Self
esteem is uplifted through the contributions students make in the classroom both in
cooperative learning groups or as individuals. Regardless of the primary language of
communication, everyone's input makes a difference in enriching the learning
experience.
Altematjye Educational ?ractjces
The partnerships investigated in this study were selected due to the grant
guidelines which required the partnerships to provide alternative educational experiences
for students, with particular emphasis on students of color. The alternative practices were
compared to the transformative educational practices espoused by Mary Poplin (1991e).
Each partnership created an alternative educational experience for the student with
varying degrees of success towards systemic change. Some attempts continued to be
isolated due to lack of support by the greater population of the school community.
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Students experienced great success while engaged in the partnership work, but when they
returned to the real world of traditional education, they had to be flexible in fitting back
into the mainstream system.
I think the real world says that we are not all separate
subjects, therefore teaching in time blocks is not related
to how we operate in our society, which is truly
interdisciplinary. I am partial to learning outside the four
walls of the classroom. We need to connect to the outside
world and business community. Let's bring parents into the
classrooms. The schools need to be customized to fit the
community. We could accomplish a lot without a lot of
money. (Parent Involvement Participant)
We walked into the partnership knowing we wanted to
radically change the status quo and to see if bringing in
technology methodology into the classroom could make a
difference for kids. Intuition had to be valued for staff and
students as well. We needed to seriously consider how we
could integrate learning into the students' lives. We don't
judge kids on how long an assignment takes, but we
encourage students to analyze their own pace and how they can
complete a task in different ways. The curriculum is
accessible to all students regardless of language. Kids are
always working in groups and doing projects together or on
the computer. This method is breathing new life into a
traditional system. The sooner a child can have insight into
the best way for them to learn, they can function in any
system. It is important to give students assignments but not
tell them how to start. The learning process is in how they
approach the problem. (Technology Participant)
I see reform as a process versus a concept. It needs to be
reform that is honest and works, and not just a theory, because
it is very difficult to get people to change. I still don't feel
we have succeeded in changing the way we view children,
changing the way we do business. You can get results from
changing the curriculum, but the attitude of the teacher and

82

the way they approach the children is the only way to truly
effect change. I think I could handle a slower change process
if I knew what value was being placed on the home
environment, language and ethnicity of the children. It is very
difficult to create the change needed to meet student needs.
(Dropout Prevention Participant)
We have to concentrate much more upon the interaction
between the teacher and the student and how we can meet
the needs of the students looking upon them as human beings
and recognizing that school is only part of their lives.
They bring a lot with them to school that needs to be
addressed. We have tried to learn more about this through brain
research on how students best learn. We really focused on
what we valued in the learning process. So often its the
textbook that runs the class rather than the teacher facilitating
the learning process. Administrative support for this kind of
change is essential. The principal valued the direction of the
changes and supported the process. (Early Literacy Participant)
Due to alternative educational practices, I expect my students
to have higher level thinking skills, to use technology more
effectively, improve verbal skills and socially interact with
all students. This philosophy gives gifted students an
opportunity to go far beyond their means. There is no limit.
Of course, many of the benefits of the program cannot be
measured by traditional standardized tests. We are moving
toward portfolio assessment. Working cooperatively has great
advantage. Companies will tell you that students are coming
to them with few skills on how to work together to do
projects. Very few jobs are isolated, they require group
interaction. (Technology Participant)
Transformative educational practices involve both content and
process. We need to think about indepth projects that have
true value and have real world application. I hope to develop
some of the dispositions to encourage independent thinking,
and opportunity for choices in decision making. I think we
are accomplishing these ideals by empowering the teachers
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to see their relationships with students in a different light.
(Early Literacy Participant)
The participants expressed new hope in implementing alternative educational practices.
The relationships between teachers and students are significantly altered by this
transformation. They saw a difference in student behavior in terms of critical thinking.
making choices. and interacting with their classmates. There was also a willingness to
recognize and appreciate that there are many ways to approach an issue and come to a
resolve.
School Partnerships
The two recurring themes under the category of school partnerships were
systemic change and oppression by the dominant culture. Although there were numerous
examples of empowerment and implementation of transformative educational practices
within the system. there was an ever-lurking control by the dominant culture of the
traditional school setting to set parameters regarding program expansion and/or focus.
Individual partnership participants clearly understand the philosophy of reform and have
successfully practiced it within the confines of their classroom setting. yet sabotage
regarding expansion of the program beyond the classroom into the school or district was
ever present. In the case of the technology partnership. the funding continues for the
limitations of approximately three classrooms. The mainstream school community did
not understand the transformation nor had the philosophy filtered out into the regular
school setting. The early literacy project expanded throughout the primary unit at one
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school site with the exception of two teachers who had chosen not to participate in the
project. When the early literacy participants attempted to expand the philosophy of
transformative practices into the district authentic assessment advisory, it was met with
opposition and viewed as additional paperwork in assessing student learning. The parent
partnership, although funded in each school in the district, was not successfully carried
out at each of the school sites. There was a lack of understanding and an unwillingness
of some schools to invite parents into the system as equal partners. While the guidelines
for the parent involvement program were established by the partnership, the manner of
implementation was determined by the school site. Some schools continued not to
involve parents in a meaningful way. Superficial involvement without the aspect of
having a voice in decision making is far more comfortable for some schools. The
dropout prevention partnership appeared the most successful in that it provided a service
for the school. It did not change in classroom practices; moreover it is an assistance to
the school to meet students' educational, social, and emotional needs. The teachers did
not need to change a thing they are doing to fully take advantage of the services offered
by this partnership. However, teacher attitude about special needs students would be a
desired outcome of the drop out prevention partnership. Changing attitudes is a slow
process,.
Systemic Cban&e
Systemic change did not seem to be a theme of the parent involvement
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partnership. This is due, in part, to the fact that it is the principal's and the site
coordinators' responsibility to implement and maintain the ideals of the partnership. If
the principal is not requiring parent communication by the teachers, weekly work folders
sent home, parent pledges, and parent education, then the program objective is not
occurring at the school site. For some schools who had several of these activities in
place, they seem to continue to survive. However, without the support of the site
administrator, these programs do not succeed, much less survive. The ideals of the
parent involvement partnership are excellent, however the "buy-in" by the school sites is
limited. I can not help but wonder if schools had more input as to tailoring the parent
activities to their school needs, would the partnership have been more successful.
The early literacy participant viewed the systemic change which occurred within
the classroom confines as significant systemic changes:
The teachers became proactive in terms of advocating and
implementing change in their classrooms. They truly became
proactive advocates (Early Literacy Participant).

There was evidence of transformative educational practices, including environments, and
assessment strategies based on early childhood philosophy of learning. Administrative
support was imperative for the type of transformation which occurred in the classroom
setting.
The type of systemic change which occurred in the technology partnership was
limited to the identified classrooms. One significant change was the concept of an
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understudy working for one year without classroom responsibilities to learn the
transformative practices.
The dropout prevention partnership seems to be effecting systemic change by
requiring limited change within the classroom setting:
We have an opportunity to be the outsider coming in, with one
foot outside, one foot inside and be the conscience of the
system. It doesn't mean we are getting some fast change. But
I think schools don't just represent a learning facility for kids.
I think it is the heart of the whole community. If we can
create systemic change we are empowering the students to
reflect on how to access equal opportunity within the system
regarding resources, academic assistance and opportunities
within the community. The outcomes for students would be
improved grades and classroom participation and performance.
It is not about performance and grades so much, but about a
chance to develop, to see their own worth, personal integrity,
to have dignity and freedom to learn. Students must learn to
combat helplessness. Learned helplessness and taught
helplessness victimize children. Teachers who act as the gate
keepers are further perpetuating the victimization. We must
assist students in recognizing internal colonization and
empower them to move beyond it and determine their own
destiny.
Starting a class for special needs students to activate them
to determine their educational direction has been a true
example of systemic change within the traditional educational
setting, which was only possible through site administrative
support.
Oppression by the Domjpapt Culture
Oppression and/or dominance seemed to weave itself throughout the generative
themes. In order for change to occur there was an ever present need to have
administrative support. Without administrative support the successes regarding moving

beyond the classroom setting are non existent. Even the reform which occurred within
the confines of the classroom were more successful with administrative support. It
appears that administrative support is an important ingredient in actualizing systemic
change in a school setting. Developing advocacy groups is yet another avenue, but the
siteadministrator must be ever present and supportive of the participants' endeavors.
Dominance and oppression appear in various disguises, yet upon analysis, the oppression
is clearly recognizable.
The teachers are concerned with losing their jobs. They
can't focus on students because they are preoccupied with
greater issues. They are afraid of change. Some of the
teachers are old timers and they are not there for students
the way they ought to be. Some are ready to retire and don't
want to be in this culturally diverse population. There are
some good teachers too. That's part of the problem too. I am
always trying to win over teachers. A lot of my energy is
getting to know them, not stepping on their toes, while I am
trying to advocate for reform. The sabotage is ever present.
There is also dominance by the foundation funding the project.
They tend to change focus on occasion and everyone has to
change their direction which can adversely effect the
momentum of the partnership. I think everything in life is
political, economic and has social pressures. We either do
things to liberate and free people or we do things that support
the status quo. We have a status quo that is racist and sexist
and homophobic, not tolerant of the homeless and so on. My
personal goal is to liberate and offer an opportunity for
reflection and preservation of self esteem. Some folks
involved in reform forget we are here for the kids. (Dropout
Prevention Participants)
When you are doing something special like technology, there is
always the traditional jealousy. But it is funny, when we try
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to include people they don't want to participate. It is easier
to perpetuate the myths if they don't participate. It is easier
for people to complain than to address the issues.
Administration is needed to deal with the issues of sabotage.
When people don't have an understanding of something, they
have a tendency to judge it and often negatively because they
feel they are out of the loop. If it is going well for kids, why
can't people support it? We have tried to address the issue by
inviting the staff into our classroom for faculty meetings. We
try to share the excitement of our work and we hear, "We could
do it too if we had fifteen computers in our classrooms". The
few that are vocal intimidate the entire staff. It is a shame
that they cannot see the bigger picture. It is so frustrating,
because instead of people celebrating student learning, they
are working on how they can tear it down. (Technology
Participants)
Although some of the partnerships felt dominance by the staff members at the
school site, some of the partnerships felt dominance through the social and political
arenas. There was a feeling that these partnerships must succeed. Board members began
to make demands regarding success of the countywide program which went far beyond
the district level. The participants were forced to prove the effectiveness of their work
through spotlighting the projects within the community.
I think that most of the time when people are trying to effect
change in the school, they neglect the place where the change
has to occur. The change has to occur in the classroom so
you have to involve the classroom teachers. You can have a
superintendent or principal that is supportive, but when the
door closes, the teacher is going to do exactly what she wishes
to do. So that if you want some change, you get there with the
cJassroom teachers. Teachers were valued in this partnership.
I welcomed people visiting my classroom and validating my
growth. It was a super opportunity for growth. I can't
imagine such growth the last three years without this support.
(Early Literacy Participant)
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Among the partnerships in the study, the parent involvement partnership appears
to have had a predesigned program which was brought into the system rather than the
participants within the system designing their own program.
The parent partnership came in as a package. If the parent
community had another interest in parent education, we
couldn't offer it because we were already being tracked into
this particular parent training workshop. A survey of preselected workshops did go out to parents for them to indicate
their choices. I was interested in some cultural awareness,
but it wasn't on the list. Speakers were limited to our
faculty and I did hear some parents say, "Why are these
teachers doing this workshop, they aren't even parents."
Sometimes it helps to be a parent, because you really understand how difficult it is to deal with homework issues for
example. I don't know if we got our money's worth in this
program. It may have been better to use the money to
restore programs like music and P.E., instead of dealing
with issues which were not customized to our school needs.
None of the projects that they were advocating acknowledged
family heritage. I feel this program tried to fit us into the
same old boxes and it dido 't work. (Parent Involvement
Participant)
All of the partnerships were evaluated by an outside agency instead of by parent
or staff survey. Some administrators were interviewed in the evaluation process as were
the partnership participants. The results of the evaluations were that these programs were
successful in providing alternative educational experiences for students, staff, and
parents. The evaluation did not address the issue of systemic change as a result of the
partnership's presence on the school site.
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Cultural Qjyersjty
The theme of cultural diversity was present to varying degrees in each of the
partnerships. Most of the partnerships in the study addressed cultural issues on a
somewhat superficial level. Others attempted to include it as part of the curriculum.
There was an uncomfortable level of conversation around diversity in that some
participants wondered why we weren't looking at all children with the same eyes and
others felt a sense of guilt because the partnership had not adequately addressed diversity
issues and how they were manifesting themselves in the school program. There was
strong sentiment among all participants that often the "enemies" were their own
colleagues. Due to a variety of reasons including equitable distribution of funding,
jealousy regarding district, county and state recognition, ability to follow a different
curriculum and perceived flexibility of scheduling, contributed to a significant division
among colleagues.
Another area of non-uniformity among the partnerships was the involvement of
parents in the partnership. Most of the partnerships expressed an interest in involving
parents in a meaningful way, but truly had not made the effort to garner parent
involvement at a decision making level. Throughout the dialogues, the participants
shared information which reflected respect for the home environment, but the next step of
true involvement was basically missing.
The concept of assimilation versus cultural inclusion continued to surface as an
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area of non-agreement among the participants. The opinions of the participants varied
from the point of view that English should be the primary language of instruction to
demonstrated respect for second language learners and the need to use their primary
language in the classroom setting. Since meeting the needs of the students of color was a
primary focus of the funding institution, it is curious that this discrepancy exists. Direct
comments among some paricipants included statements supporting the philosophy that
when living in America the dominant language spoken and learned in school should be
English. In some cases, bilingual education was viewed as destroying second language
learners' opportunity for academic success. Concerns were also raised regarding how
many languages would need to be pursued regarding adequate parent communication if
English were not the primary language of communication.
Respect
In describing preservation of cultural identity, the parent involvement participant
expressed a hope that valuing the language, contributions, and participation of the parents
was occurring through parent education experiences at the school level. High value for
home language and communication was expressed. Workshops and written
communication were provided in one primary language of the participants.
In describing cultural respect the early literacy participant asserted:
I think there was an emphasis placed on valuing the first
language, but also there is value on getting on with the English.
There is more than one language in my classroom. There is no
way I can speak all of the languages. But I can value those
cultures and bring in examples of different cultures all the time, not just on
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a special basis. My having books in the classroom that show pictures
of children or having things in the classroom that they would
find in their homes will help them see that their culture is valued.
The change that occurred for me as a result of the partnership,
was that I made cultural awareness a part of the daily life of
the classroom rather than doing something in an isolated unit.
Multi culture education is one of those things out there where
you feel, "What am I going to do?", I am part of the dominant
European-American culture. I feel like the oppressor on one
hand and on the other hand, I don't have the knowledge with
which to work. I don't have to apologize for being EuropeanAmerican, that's my culture. But I feel as long as I am valuing other
cultures and bringing them into the classroom environment, then I am
working toward including children of all cultures.
The early literacy partnership did address cultural awareness as part of the staff
development component. The executive director of the project felt that she had imposed
that topic on the teachers, as it did not surface as a need among the group. She had to
introduce it and package in such a way that it was acceptable to the teachers to include as
part of the literacy staff development. One early literacy participant observed:
The project launched teachers into an awareness phase.
Teachers learn first through awareness and then exploration
and then inquiry and then utilization. I think that as a group
of teachers, we are moving into the awareness stage kicking
and screaming and so because of this kind of reluctance, I was
pleased that we had established enough trust to introduce this
as a topic to pursue. They began to embrace an awareness
workshop and get excited about the idea that this is really
something I should be thinking about. Some people were even
able to move into the exploration stage which was validating
for them. The most recalcitrant ones at least have a first
wash.
The workshop was introduced in a non-threatening way. It was just
common sense. It was an opportunity to value the child and his other culture, rather than
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separating the two. This was actually the first time some of the teachers in the
partnership truly looked carefully at culture as part of the total package. At the awareness
level, the real issues of power and racism do not surface. They were not ready for
discussions surrounding cultural democracy and the biased democratic system.
Awareness is just a small step toward mutual respect, trust, and camaraderie. Creating an
environment where the monolingual English teachers are not in command of the language
would assist them in quickly realizing what it is like to be taken out of a comfortable
community. The power base shifts considerably. Until the issues of power and racism are
addressed, there is not a true understanding of cultural diversity.
Allowing students of color to be role models in the classroom can create a kind of
respect for their contributions to the academic world. One technology participant
described a typical classroom event.
Even the second language learners hang out together on
the playground and have limited English skills. On the computer
they can design and do all kinds of things. Then the students
that are really straight 'A' students see how well they did.
Even if they cannot tell them how much they respect their
knowledge base, they can show them. These experiences would
not occur if it weren't for the cultural mix in the classroom.
One of the projects we do at the beginning of the year is to
have students investigate their names. How did they get them,
what is the origin, who thought of the name, do they like
them'? We try to share as much as possible about our personal
lives to have a starting point of interaction and respect.
Diversity is a great thing. We can all be strengthened by it.
Students are well aware of authentic relationships. They know when the
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relationship is superficial and when there is a lack of respect by the teacher for the
student. The way to truly effect change is to address the attitude of the teacher and the
way students are approached in the educational setting. The way the school
administration views the role of teacher attitude and the priority placed on relationships
can positively effect cultural diversity. In describing the role of the English as a Second
Language class, the drop out prevention participant emphasized the fact that schools have
to not only place value, but they have to recognize the home influence, home
language and ethnicity are tools for academic success. Another example of respectful
interaction between the teacher and the students is reported:
I am seeing changes in program in terms of what the drop out
partnership is accomplishing in regards to ESL classes. I
think we are empowering and supporting ESL teachers, bringing
some dignity to their program. A lot of teachers don't even
respect ESL teachers like other teachers because they don't
believe in or value the job they are doing. One teacher of
second language learners was asked by a colleague, "Why
do you spend so much time with these kids? They are just
going to go back to their own countries and they are not going
to make it in our society. The teacher responded," I don't
care if they go back to their own countries or not, I am
teaching them to be citizens of the world."
Developing role models at the school sites is significant in promoting respect for
cultural diversity. Too often there are only monolingual and monocultural teachers in the
classroo.ms. Providing role models gives students hope in the system and the level of
success attainable within the confines of the dominant culture. One dropout prevention
participant shares ideals regarding addressing cultural diversity:
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We need to prepare our students for the real world. There is
a lot of racism to overcome. Everyone needs to learn to get
along. We should be celebrating cultural diversity. We need
to change teachers' attitudes and get them involved. They are
all white teachers. They don't understand different cultures,
they don't understand the culture that families value. They
sterotype Asians as stressing high academic values. Some
teachers don't appreciate that some Latino students are more
social. They see them as disruptive in the classroom/
1
Teachers need to tap into learning styles and change the classroom approach instead of doing straight lecturing. The kids
look up to the teachers. Until teachers change their attitudes
and begin to demonstrate respect for the students and their
cultural identities, it will be difficult to effect change. Some
people are tired and burned out. Kids shouldn't have to deal
with that.
Home-School Connection
There is a general interest among the partnerships to promote a positive homeschool connection. The level of openness varies among the partnerships as does the
effort to involve parents at a true decision making level. Understanding the home
influence is a goal, but the manner in which it is attempted varies. Some of the
partnerships have exerted significant effort in reaching the parents and incorporating
them into the school setting. Others know it is important, but have not made the homeschool connection the top priority. The dropout prevention participant discussed the
importance of the home-school connection:
I have not done as many home visits as I would like. It is in
the teenage rebellious years that the students need support
both academically and socially. Many of the families don't
know what we value at school. They don't know that we
support their cultural background and language. I would like

96
to depend more on what parents say their needs are and
develop the program based on their needs. Too often there
is a lack of value for what is coming from the home
environment. Schools are family and community. The school
should be part of the community. I think schools departed
some place. Many parents of color are not involved in the
school community because they don't feel included. The
school settings are not culturally inclusive. It is basically
one collective of European cultures that have transformed
into one American culture that are leading our schools.

One technology participant expressed the desire to involve parents in the learning
experience. There is interest in nourishing and celebrating students and their family
cultures. Students are encouraged to interview their parents to gain valuable insight into
their family heritage, values, community and origins. Further outreach into the parent
community was described:
We have a big parent meeting at the beginning of the year.
Parents sign a contract with their students regarding the
non-traditional program and the parent involvement which will
take place. We tell parents a camera will be corning home
and that students will be interviewing family members to
gain valuable insight into family culture. Parents have
responded so positively. They are thrilled to know that we
think the family is important. There are some incredible
family stories that are shared. It gives the teachers insight
into what the students are bringing to class and how they can
extend the students' learning.
Although the early literacy partnership did not specifically address parent
education, the philosophy of the partnership was shared with the teacher participants.
The early literacy partnership sees parents as playing a vital role in the school setting.
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The parental influence on the child is highly valued. The student is bringing to school the
early family experiences she has had. Working with parents became a content area for
the teacher training component of transformative practices with an expectation that the
schools work directly with parents to develop a true partnership. Home influences and
the power of the parent as the first teacher was highly touted throughout the training.
One of the areas of parent outreach that occurred in the early literacy project was
described by one participant:
We did a parent questionnaire which was sent home for
parents to complete before coming to the parent conference.
The parents brought with them information that they had
observed at home: What does your child talk about at home?
What do you want to know more about at school? It helped
them clarify their thoughts as equal partners in the conference,
and it let parents know that we valued their input.
The parent in the parent involvement partnership had some valuable insights to
share regarding parent outreach. Although parents can be key players in the educational
process, the parent outreach was viewed as limited, superficial, and non-inclusive. There
was praise for the parent communication in the parent's primary language, but the issue
of true parent involvement in the decision making process was lacking. Some families of
color did attend the parent workshops, but it was limited. One word of praise for the
focus of the parent involvement partnership involved setting up a buddy system for new
parents entering the school. Every new family is assigned a buddy, veteran family to
assist them in participating in all the activities and learning the school culture during the
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first year at the school. The overall feeling of the parent participant was that although
some good did come from the partnership. the successes were limited due to the nature of
a pre-packaged program rather than a customized program.
The parent involvement executive director expressed great interest in involving
the parents in the school setting. Regular, informative communication was seen as
imperative in involving the parents. Many parents have traditionally been shut out of the
system. One parent involvement participant suggested ways parents could become
involved:
We need to change the mindset of parents. They need to be
involved in their child's educational experience. Parents need
to help children move along in the educational system. Parents
must be aware of what is happening at school and ask their
children about the school day. Children will achieve more if
parents are involved in the day to day school experience. The
school system needs to meet parents more than half way. They
need to communicate in the primary language. Teachers and
principals need to communicate regularly with parents and
include them in the educational process.
Although there appears to be some significant contributions of the parent
involvement partnership, there is a noticeable discrepancy between the parent participant
and the executive director. The components of the program have been well researched
and proven successful for the general parent population, however a feeling of parent
empowerment through meaningful input in the decision making process did not appear to
be evident from the point of view of the parent participant. Focus on a more customized
approach was recommended by the parent. She felt strongly that opportunities for
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parents' true voice to be heard were not provided. Input was incorporated from parents
who had learned to access the system and may not have particularly represented their
parent contingencies. A customized approach would provide opportunities for true
dialogue among and between parents and educators. Parent involvement programs would
be designed by parents with educator input and assistance with implementation. Too
often programs are designed by the educators who are not experiencing what parents of
the subdominant culture experience in the educational system.
Assjmj!atjon versus Cultural Inclusjon
There seems to be an ever present struggle among educators to support the
concept of assimilation to achieve English proficiency and academic success within the
school setting. In dialoging with the various partnerships, the general feeling of fear and
misunderstanding continued to arise among the detractors in the total school population
and to some extent among the participants themselves. There continues to be controversy
which surrounds this issue as asserted by one parent involvement participant:
We need role models. If you have a faculty that is all one
ethnic group, all white, it is like the kids will grow up
thinking that's what the world is about. I grew up in
Chinatown with all white teachers. I remember going home
feeling very caught in a conflict and I would say, "Look the
teachers say this and my parents say we are Chinese and we
don•t do that." Yet I still feel like I had to listen to the
teachers because they were the authority figure. Promoting
cultural diversity and primary and secondary language
acquisition would really help students when they get out in the
community and really decree the cultural democracy they are
striving for.
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One early literacy participant attempted to value aspects of both assimilation and
cultural inclusion in addressing this issue:
A child's culture is so much a part of who that child is. It is
part of their self-esteem. A child in order to learn has to
feel good about himself. So if you value what he is and
reaffirm that you value what he brings into the classroom you are
developing acceptance and respect for all cultures. If you as
the teacher are denying a child's culture, their self-esteem
will suffer and school will be an alien place. One important
thing we must do for families is to acknowledge that most
of what they have learned in their lives, they learned before
they came to school and that their parents are the most
important teachers.
It is also important for students to learn English. If they don't
learn English. they are limited in their lives. They will be
unable to get a high paying job, but it is not just economic, it
is being part of society. If you want to leave your
neighborhood and communicate with people in society, you need
to learn English because it is the dominant language in the
country. It still is important to value the primary language
because we don't want children alienated from their parents.
It is important not to patronize, to move out of color
blindness, and to value each child and her cultural heritage.
In the technology partnership, students are able to publish in their primary
language and develop hypercard stacks for their use. Students have options to work in
cooperative groups that are grade alike. interest alike, or language alike, so they have an
opportunity to communicate on all levels. They can publish individual or group work in
their primary language and /or secondary language. The technology executive director
expressed the importance of using the primary language:
Language is a way of communicating. Without gaining
confidence in use of the language you are not able to
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communicate or move forward in accessing other languages
and academic opportunities. Kids' choices get cut off. I think
it is really important for monolingual English speaking
students to learn other languages. I think it is a two way
street. I am always amazed about how centric we are
about our own language.
Many educators are looking for a quick fix according to one dropout prevention
participant:
They are looking for a band-aid to colonize children and
assimilate them into society. Make them look and act like the
mainstream. Get them to use English and not use bilingual
education to facilitate the English instruction. Don't support
the childrens' cultures. Make them assimilate like the kids in
the fifties and everything will be fine. Even without zeroing
in on language acquisition, we are zeroing in on a kind of
freedom and having children feel proud of who they are. My
message is that education can not be subtractive. It should
only be additive. English is something we just add on. The
United States has always been diverse. This is nothing new.
Teachers who have been around for twenty or thirty years
cannot teach like they did in the fifties and sixties. We cannot continue educating students without great consideration
given to preserving culture. Every decision in school must be
culturally inclusive. Assimilation is still an expectation
for some educators, and the burden falls on the students and
their families. Assimilation has not worked for people of
color. I do not believe it worked for European-Americans
either because they let go of their cultures to become
Americanized. Many families have been robbed of cultural
values to pass on in their families due to the power of
assimilation. Some families were and are willing to drop their
family values and beliefs to become part of the mainstream.

Summazy of Qjaloi'ues
In reviewing the data analyzed from the dialogues, there appeared to be both
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contradictions and confirmations regarding information collected in the literature review.
The confirmations occurred in the area of transformative educational practices. The
dialogue data and the literature review appeared to have common elements. Ironically. it
was the expectation of the researcher to find a lack of understanding among the
participants regarding transformative practices. To my great surprise and pleasure it was
learned that a deeper understanding of transformative educational practices and their
implementation clearly existed among the partnership participants. The areas of
contradiction were clearly evident in both the school partnership and cultural diversity
components. Instead of finding discrepancy between the opinions of the executive
directors and the program facilitators. it was discovered that the contradictions existed
among and between the partnership staff versus the mainstream staff and the general staff
with the parent community. It was eye opening to determine that the oppressors were
actual colleagues within the school setting and not directors of the partnerships
attempting to impose particular philosophies and educational practices.
The themes of empowerment. valuing relationships. and using alternative
educational practices are consistent with the theories espoused by Mary Poplin (19910 in
the literature review. The partnership facilitators expressed common understanding of
staff and student empowerment in the teaching and learning process. They also conveyed
a clear understanding of creating an environment where authentic relationships could
prosper. where genuine caring and interaction among the participants were clearly
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valued. The concept of alternative educational practices was evidenced in the
instructional strategies, process, and content presented within the classroom setting.
Teachers as facilitators, teaching to the child's strength, allowing for divergent thinking
and valuing what the student brings to the learning experience were clearly stated
components of the educational practices in the classrooms.
The recurring themes of systemic change and oppression appear with each
partnership. The contradiction does not lie between the executive director and program
facilitator or even the funding agency. Moreover, the issues of sabotage clearly appeared
within the mainstream educational setting. Although systemic change occurred within
the classroom confines, mainstream staff were constantly lurking to block expansion of
the partnership work. Various issues surfaced which included fear of losing jobs, fear of
change, jealousy, additional workload, threat of parent participation, lack of principal
support, lack of understanding of cultural diversity, unwillingness to learn new
techniques, and negative attitudes. Each of these issues contributed to sabotaging the
partnership from moving beyond the identified classrooms. The oppression was far too
prevalent for the teachers and executive directors involved in the partnership to address
on their own.
The lack of understanding of how to implement cultural diversity into the
educational program, offered yet another deterrent to moving forward within the system.
Although empathy among the partnership participants was evident, pulling together to
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join forces to address the issues of common cause did not surface. There was an empathy
identified for language and cultural acceptance and integration. The general level of
cultural understanding among the partnership participants remains at the awareness level
with some limited exploration occurring. Developing authentic relationships was also
being addressed on a preliminary level.
The idea of parent involvement was addressed, but considerable growth must
occur prior to parents becoming true partners in the decision making process. Each
partnership has begun to address the home-school connection. What could be described
as 'safe' interactions have occurred at some levels. These include involving parents in
the curriculum, having parents as active participants in parent conferences, providing
parent education, and collaboratively working with parents to provide individual student
services. The true decision making component appears to be lacking among the
partnerships.
There continues to be a lack of concensus among the partnerships and between
the partnerships and the mainstream population on how to address the issues of
assimilation versus cultural inclusion. Some people support assimilation and others are
advocates for cultural inclusion. The task of educating the mainstream must occur prior
to impleiJlenting the tenets of cultural inclusion. There is great unrest surrounding
theseissues and there has been no clear district direction or partnership direction on how
to proceed with staff development and program implementation. The issues of
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assimilation versus cultural inclusion continue to be a district-wide issue. Before the
district can move forward, concensus must be reached on how to implement the
components of cultural inclusion to meet the needs of the students served within the
educational setting.
Although some participants supported the concept of "additive" language and
cultural identify, there seemed to be a lack of understanding of how to implement such a
belief system in a "subtractive" educational system. In some cases primary language in
the content area did not exist. The approach to studying culture appeared to favor "tourist
curriculum" which supports study of holidays, dance, food and music in isolated
activities, separated from core curriculum, rather than infusing diversity as a daily part of
the educational setting and instructional program. Some participants that did favor
"additive" language and culture fell into Freire's reformative model of "Conscientizacao
Coding Categories Diagram" which display characteristics of accepting the oppressor's
expectations, peer devaluing, misdirected aggression, making the system work, and
avoiding the oppressor."
Therefore, it appears that the transformative educational practices piece of
thepartnership is meeting with success. The issues of systemic change, oppression,
home-school connection and assimilation versus cultural inclusion continue to plague the
educational system and are areas for continued study.
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CHAPfER V
SUMMARY, CONCLUSIONS, REFLECTIONS, AND RECOMMENDATIONS
Sum mazy
The purpose of the study was to examine the programs of four partnerships
funded by a private foundation in a public school setting to determine if systemic change
was occurring in the areas of transformative educational practices, parent involvement,
and cultural diversity in creating positive effects on student learning. The study
incorporated a participatory design.
The study involved an analysis of themes generated through sixteen dialogic
sessions with the eight partnership participants. The participants included four executive
directors and four program facilitators. Seven of the participants were women and one
participant was a man. Three of the participants were teachers, four were former
teachers, and one was a community resource person. The information gathered through
the process of dialogic retrospection revealed the participants' analysis of their personal
and professional experiences in their roles as executive directors and program
facilitators. In-depth analysis was focused in the areas of transformative educational
practices, parent involvement, and cultural diversity.
Conclusjops

Results of the particjpatozy Study
The data in this study demonstrated that the participants focused on generative
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themes which addressed both cognitive and affective issues in the educational setting.
The themes of empowerment, relationships, alternative educational practices, systemic
change, oppression, respect, home-school interaction, and cultural inclusion were woven
throughout the text. This type of qualitative research was most useful in relating the
innermost value systems of the participants which would otherwise not have been
revealed.
This study was designed to answer four main research questions:
1.

What are the partnerships' declared goals in relationship
to empowering schools to serve their population, and
contributing to educational practices effecting systemic
change?

2.

What are the participants' reflections about how these
goals are being met?

3.

What are the participants' values concerning cultural and
linguistic diversity?

4.

What are the political, economic, and social pressures
affecting the partnerships?

The results of this study support Poplin's (1991) theory regarding the need for
equalization of the students' cognitive and affective development in the educational
system. Teacher and student interconnectedness is achieved through the implementation
of critical and feminine pedagogy practices espoused by Poplin ( 1991) as experienced by
the partnership participants. Supporting students in creating their own knowledge, with
equal access for all, empowers them to be successful in the learning process.
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1.

What are the partnerships' declared goals in relationship to empowering

schools to serve their population, and contributing to educational practices effecting
systemic change?
Each of the partnerships had declared goals which centered around liberation
from the traditional educational setting with emphasis on the teacher as facilitator and
teacher and students as joint learners in the educational process. The partnerships were
effective in implementing alternative educational practices and promoting personal
interconnectedness among their students. Cultural diversity was addressed as an integral
part of the program. Attempts to highlight the students' cultures and languages were
evident. Clearly, respect was established among the project participants, and students
were valued for their contributions. The effects of the goals were limited to the
participants of the partnership project and did not create systemic change beyond the
confines of the funded program. Although parent communication and participation did
improve in some cases, the goal of creating additional parent involvement in the decision
making process, was limited and did not achieve systemic change.
2.

What are the participants' reflections about how these goals are being met?
In the dialogues with the participants, it was evident that their reflections

validated.their successes in meeting their declared goals. They had not concerned
themselves with creating systemic change beyond the confines of their own projects.
However, they were greatly disappointed to learn of the blatant lack of support expressed
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by the majority of the staff members. They were especially pleased with the
accomplishments surrounding the implementation of alternative educational practices.
Although the area of cultuml diversity continues to be an area of needed emphasis, there
was still a sense of accomplishment felt among the partnership participants regarding the
connection, respect, and valuing which seemed to occur between the teachers and the
students. In regards to parent involvement, there was acknowledgment of a need for
continued focus; however, there was a feeling that preliminary steps were accomplished
in including the parents in the curriculum and the communication connection.
3.

What are the participants' values concerning cultural and linguistic diversity?
The participants' values regarding cultural and linguistic diversity varied greatly.

Although many expressed an interest in promoting primary language instruction and
cultuml inclusion, there remained for some participants a support for English dominance
within the educational environment. Regardless of the viewpoint of the participant in
terms of primary language support, all the participants expressed a sensitivity to
addressing the issues of pride in family heritage and appreciation for cultural inclusion.
Many participants expressed a need for more education in the area of cultural diversity
and were open to assuming the role of the learner while parents and students assumed the
role of the teacher in sharing family language, culture, and values. There was a
commitment on the part of the participants to include cultural diversity as part of the
daily instructional progmm. The role of the parents as the first teachers was respected by
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all participants as was an appreciation of the values, knowledge, and culture that each
student brings to the learning environment
The linguistic and cultural values are infused into the daily instructional programs
of the partnerships. The participants are ever cognizant of creating an environment that is
culturally and linguistically inclusive within the confines of the partnership. The issues
arise when students are forced to leave the partnership environment to experience the
traditional educational setting where some teachers boast of their color blindness. The
environments are diametrically opposed to one another and the students are forced to
adjust to a non-supportive, traditional classroom where language and culture become
invisible. The adjustments, although they are real world experiences, can create a
contradiction for some students who may be discouraged by the lack of understanding
and acceptance of cultural diversity. Such an experience may adversely effect them both
academically and socially.
4.

What are the political, economic, and social pressures affecting the partnerships?
The political, economic, and social pressures affecting the partnerships were a

great surprise for me. Oppression by the executive directors and foundation guidelines
were likely foci. Ironically, these sources did not create oppression for the
partnerships, but conversely created a strong support base of collaboration. The main
force of oppression carne directly from the staff members who were not
participating in the partnership, but were intent on condemning the merits of the
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partnership work. The outreach that occurred within the partnerships to the mainstream
staff continued, even though they were often faced with rejection to the alternative
approaches and positive belief systems regarding alternative educational practices,
cultural inclusion, and parent involvement. The participants shared stories of sabotage
and a need to tip toe around detractors who were attempting to destroy their partnership
work. The economic pressures that the participants experienced included receiving
funding for their partnership project when the regular programs were facing cuts. This
created yet another division among the partnership staff and the regular staff. The lack of
understanding and acceptance of alternative practices continues to be a major obstacle in
implementation of systemic change beyond the confines of the partnership programs.
Final Reflections of the Researcher apd Fartjcipapts
When I began this study, I held a preconceived notion that I was the researcher
and the participants the Subjects of the research. I soon came to know that my
assumption was incorrect. We were co-researchers and we were experiencing joint
transformation in the learning process. The dialogic process had assisted us in creating
new knowledge about a subject that was not mentioned before, oppression. Addressing
the issues around oppression gave the co-researchers hope in the future for the expansion
of their partnership projects. The conversations about their partnerships had previously
been limited to the goals and objectives for themselves and their students. Upon entering
into the dialogic process, honest, authentic conversations occurred addressing sensitive
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issues of the lack of support they were experiencing. As a result of the discussions
centered around the participants' oppressive environments in the school setting, we were
able to move forward to develop a plan of action which will allow the participants to
regain their voices in a system that had successfully paralyzed them in their partnership
work. The technology participant analyzed:
We as a team constantly struggle. The opposition we experience
comes from so many different angles, it is hard to deal with
adequately. Teachers fear what they do not know and do not
understand. We have tried to bridge the gap to promote understanding and acceptance by sharing what we are doing in the
classroom and encouraging staff to visit and observe. New
ideas and innovative strategies are met with suspicion. The
attention given us by more forward-thinking educators,
researchers and the media only help to divide us from our
colleagues. We are seen as the 'haves' versus the 'have nots',
yet our efforts to include and share strategies are not valued.
We have not lost hope. We are moving toward interdisciplinary
teaming so we can bring on board some of the 'middle of the
roaders' who support our strategies, but have not let their
voices be heard. They will be the ones to carry the message to
the larger school community.
We are planning to expand our program to serve three hundred
students instead of the current one hundred fifty. We want to
integrate technology into a project-based curriculum into the
larger school community. We need support. This district needs
to make a commitment to technology for the whole district, or
it will be left in the dust! The district commitment means
staff development and a clear vision to integrate technology
into the curriculum. The possibilities are endless when we are
allowed to dream. The point is that dreams do come true for
those who dare to dream, and that is what we are doing.

113

The early literacy participant shared her action plan:
My approach to working with the resister is developmental.
Sometimes it is not the individual who is the resister, but the
group culture that does not allow any positive action. Keep an
open communication with the group leaders for the resisters,
while providing network opportunities for the innovators. We
have to recognize that people can agree to disagree and leave
it at that. I am arming myself with knowledge to refute the
barriers raised by the opposition. This may not change an
individual, but it may dissuade others from joining that camp
by being prepared with knowledge to address their arguments.
One of the main objectives of participatory research is to empower participants to
define their own reality. The partnership participants were able to do this effectively as
they recognized their areas of effectiveness in the program delivery, identified areas of
needed attention and in-depth study for implementation, and most importantly identified
strategies on how to prosper in a traditional system which has attempted to discourage
their efforts and eradicate their programs. This is active research in that the progress
toward providing opportunities for students in alternative educational practices is
presently in process. Each challenge is being met with renewed hope as the participants
arm themselves with knowledge and examples of student successes to validate the
effectiveness of their work.
Recommendations
Recommenciations for Actjon
The results of the study have assisted in identifying areas for future research and
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~nvestigation into these areas could yield the information which could provide the

students served in the district with alternative educational practices, parent involvement
opportunities, and cultural inclusion within the school population rather that limiting
them to the partnership project. To achieve this potential, serious considerations must be
given to the tenets of systemic change in a system that has resisted change since the
educational reform movement began in California in 1988 with the publications
They Come Ready or Not and followed by It's Elementacy

Cau~ht

of~

jn The Mjddle and

Second to None. The extent of the resistance to change was not evident to the researcher
until the sabotage of the partnership projects was shared during the dialogic retrospection.
Recommendatjons for further Research
The potential areas for future research include:
1.

Developing a district vision which would be embraced by the employees

of the school district to assist in providing a support network for the partnerships' work.
The vision adopted within the district could provide for flexibility in providing alternative
programs which dovetail with the mainstream population and are not isolated from the
total school population. Requiring partnership work to be an integral part of the total
school program could enhance educational opportunities for the students and provide
camaraderie among the staff as the student successes are jointly validated. A comparison
of the systemic change accomplished by isolated partnerships and integrated partnerships
would provide an interesting study.
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Involving the entire community including the business community would be
developed as a district goal with commitment on the part of district employees and school
board members. It has been stated that schools alone are not responsible for educating a
student. Businesses have an investment in the education system in desiring future
employees that possess problem-solving skills, academic knowledge and interpersonal
skills conducive to a collaorative work environment.
Building partnerships within the community will require school districts and
school boards to relinquish power to site based decision-making so individual schools can
identify needs and build partnerships among schools, businesses, universities and the
community. Not only would such partnerships enrich the school system; moreover, it
benfits all participants.
2.

Creating staff development opportunities for staff and parents as

co-partners in the educational process could help schools in designing school programs
which would meet the needs of alternative practices, parent involvement, and cultural
diversity. Taking time to reflect on the direction to take as a total school community
would be integral to the success of the reform. The varying levels of understanding
among the total school population could be an obstacle in effecting school wide systemic
change. If everyone in the system receives intensive study and background in the
philosophies of transformative practices, a program could be designed to meet the needs
of the various levels of development among the participants. A phase-in program could
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be designed to accommodate an environment for systemic change to occur on a
reasonable timeline. Studying systemic change in a school setting where staff
development had preceeded the change process, as opposed to systems which did not
have the opportunity of staff development prior to reform occurring, would give valuable
insight into the psychological effects of successful change practices.
An important component in pursuing knowledge of educational practices is
viewing parents as key partners in the education process. Parents as partners can increase
anxiety among traditional educators who see themselves as primary providers of
knowledge to their students, rather than a more holistic approach with multiple
facilitators of learning. In order to effect systemic change, professional development
must incorporate all members of the community invested in the educational setting.
3.

Developing advocacy groups regarding school reform would assist the

supporters of the programs being implemented to work directly with those staff members
who may be sabotaging the new system. Learning to work with the detractors, who
commonly are operating out of fear, could greatly enhance the survival of new methods
and philosophies being implemented in the educational environment. Working
collaboratively towards allowing everyone to have a voice in the decision making process
can broaden the support base and provide for more successful programs. Comparing
systemic systemic change in an environment where open communication is advocated
with an environment where avoidance of confrontation with the detractors is advocated,
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would provide an interesting psychological study to determine how to succeed in the
change process.
Freire's reforming category in characteristics described in his model of
"Conscientizacao Coding Categories Diagram" cannot be accepted. Dealing with the
oppressors must be direct and not passive. Characteristics such as horizontal aggression,
accepting the oppressor's expectations, self-peer devaluing, self-pity, modeling oppresor's
behavior, misdirecting aggression, meeting the oppressor's expectations, making the
oppressive system work and avoiding the oppressor would not be tolerated in developing
true advocacy groups in the educational system. Proactive, positive, systemic change
would be the focus of the total school community.
4.

Creating an environment where diversity is seen as enriching, would assist

the educators and parents in securing the students' self-esteem providing them with
maximum learning opportunities. Promoting respect for additive bilingualism
(Cummins, 1986) for all students with emphasis on cultural inclusion would allow
students to reach their academic and social potentials. A study comparing student
achievement in a nurturing, culturally inclusive environment with one which supports
assimilation would be an interesting research project.
Staff development and parent education would be integral components of creating
a supportive learning environment. Student voices would be respected and direction for
creating a nurturing learning environment would come directly from those effected by the
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environment, namely the students themselves. Educators, community, parents, and
students would come together to create an environment to enhance self-esteem, support
academic achievement, and preserve human dignity among all groups.
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